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The problem of this study was to determine the relative 
influence of student achievement as measured by standardized 
test scores on teachers' perceptions of leadership behavior as 
it affects the school learning climate. 
The purpose of this descriptive survey was to determine 
whether there are any significant differences between the 
perceptions of teachers of the operational effectiveness of 
selected school learning climate factors with schools divided 
into high, average, and low one-thirds, based on a 
standardized achievement test. The selected school learning 
climate factors were Administrative Leadership, Emphasis on 
Achievement, Teacher Expectation of Students, Evaluation of 
1 
Instructional Program, Safe and Orderly Environment, Grouping 
Practices, and Time Devoted to Instruction. 
Findings 
1. Teachers in high achieving middle and high schools were 
more positive about the variables Teacher Expectation, 
Safe and Orderly Environment, and Time Devoted to 
Instruction, than teachers in low achieving schools. 
2. Teachers in high achieving middle schools were more 
positive about the variable Grouping Practice than 
teachers in lower achieving middle schools. 
Recommendations 
1. Staff development activities for middle and high school 
teachers related to teachers* expectations of students. 
2. Staff development activities for middle and high school 
teachers related to a safe and orderly environment. 
3. Staff development activities for middle and high school 
teachers related to the grouping of students for 
instruction. 
4. Staff development activities for middle and high school 
teachers related to the use of instructional time. 
THE EFFECT OF STUDENT ACHIEVEMENT ON TEACHERS' 
PERCEPTIONS OF SELECTED SCHOOL LEARNING 
CLIMATE FACTORS 
A DISSERTATION 
SUBMITTED TO THE FACULTY OF CLARK ATLANTA UNIVERSITY 
IN PARTIAL FULFILLMENT OF THE REQUIREMENTS FOR 
THE DEGREE OF DOCTOR OF EDUCATION 
BY 
CHARLES N. HAWK, JR. 
DEPARTMENT OF EDUCATIONAL LEADERSHIP 
CLARK ATLANTA UNIVERSITY 
DECEMBER 1992 
ft. - VL \ — V % (o 
(C) 1992 
Charles N. Hawk, Jr. 
All Rights Reserved 
ACKNOWLEDGMENTS 
The writer wishes to express his appreciation to his 
advisor and chairman of his committee, Dr. Olivia Boggs, for 
her advice and helpful guidance, direction, and encouragement 
throughout the progress of this study. 
He wishes to thank the other members of his committee, 
Dr. John Blackshear, Dr. Sidney Rabsatt, and Dr. Trevor 
Turner, for their concern, constructive criticism, and 
professional counsel which made the completion of this study 
possible. 
He wishes, also, to thank the principals of the middle 
and high schools in the Atlanta Public School System for their 
cooperation and assistance in distributing and collecting the 
research data for this study. 
Grateful acknowledgement is expressed to all of the 
middle and high school teachers of the Atlanta Public School 
System who completed the survey forms to provide the 
information for this study. 
Thanks is given to Selena Bell for the professional way 
in which she typed this dissertation. 
Thanks to my wife, Amarylyiss, and Evelyn Campbell for 
their careful reading of this dissertation. 
Special thanks to my daughter, Niki, who consistently 
encouraged the writer to complete this study. 
ii 
TABLE OF CONTENTS 
ACKNOWLEDGEMENTS  ii 
LIST OF TABLES  V 
Chapter 
I. INTRODUCTION  1 
Purpose of the Study  5 
Background of the Problem  6 
Statement of the Problem  7 
Significance of the Study  7 
Research Questions  8 
Summary of the Introduction  9 
II. REVIEW OF RELATED LITERATURE 11 
Effective School Research  11 
Organizational Climate  21 
Summary of the Related Literature  43 
III. THEORETICAL FRAMEWORK  44 
Definition of the Variables for the Study . . 45 
Proposed Relationship Between  47 
Null Hypotheses 48 
IV. METHODS AND PROCEDURES 51 
Design of the Study 51 
The Population and Sample 52 
Instrumentation  53 
Data Collection and Procedures 62 
V. ANALYSES AND INTERPRETATION OF DATA 63 
Results of the School Learning 
Climate Assessment Instrument 
for Middle Schools 64 
iii 
TABLE OF CONTENTS—Cont'd. 
Summary of Results of School Learning 
Climate Assessment Instrument for 
Middle Schools  105 
Results of the School Learning Climate 
Assessment Instrument for High Schools . . 105 
Summary of Results of School Learning 
Climate Assessment Instrument for 
High Schools 142 
Analysis of the Null Hypotheses 14 3 
VI. SUMMARY, DISCUSSION/CONCLUSIONS, IMPLICATIONS, 
AND RECOMMENDATIONS 158 
Summary 158 
Discussion/Conclusions  159 
Conclusions Related to Findings  160 
Implications  163 
Recommendations for Middle and 
High School Teachers 164 
Recommendations for Further 




LIST OF TABLES 
1. Audit of Principal Effectiveness Factor Scores 
by Grade Level for "Recognized" and "Random" 
Secondary Schools in 1989  42 
2. Percent of Middle School Teaching Staff Returning 
School Learning Climate Assessment Instrument 
Survey Form  54 
3. Percent of High School Teaching Staff Returning 
School Learning Climate Assessment Instrument 
Survey Form  55 
4. Alpha Reliability Coefficients for a School Learning 
Assessment Instrument Variables and Items Deleted 
as a Result of an Item-To-Total Test for Construct 
Validity  60 
5. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Administrative or Principal 
Instructional Leadership  70 
6. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Emphasis on Achievement ... 75 
7. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Teacher Expectations of 
Students  81 
8. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Evaluation of the 
Instructional Program  87 
9. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Safe and Orderly 
Environment  9 4 
10. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Grouping Practices  99 
v 
LIST OF TABLES—Continued 
11. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Time Devoted to 
Instruction 105 
12. High School Teachers—Array of Means and F Ratios 
for Responses on the School Learning Climate 
Assessment Instrument: Administrative or Principal 
Instructional Leadership  Ill 
13. High School Teachers—Array of Means and F Ratios 
for Responses on the School Learning Climate 
Assessment Instrument: Emphasis on Achievement . . 
High School Teachers—Array of Means and F Ratios 
for Responses on the School Learning Climate 
Assessment Instrument: Teacher Expectations of 
Students  
15. Array of Means and F Ratios for Middle School 
Teachers' Responses on the School Learning Climate 
Assessment Instrument: Evaluation of Instructional 
Program 128 
16. High School Teachers—Array of Means and F Ratios 
for Responses on the School Learning Climate 
Assessment Instrument: Safe and Orderly 
Environment 133 
17. High School Teachers—Array of Means and F Ratios 
for Responses on the School Learning Climate 
Assessment Instrument: Grouping Practices  138 
18. High School Teachers—Array of Means and F 
Ratios for Responses on the School Learning 







After two decades of back seat status, our nation's 
schools are now center stage. The year 1983 brought forth a 
flurry of reports about the state of public education in the 
United States. These reports have chronicled a nation with 
declining basic skills, floundering will, and a diminishing 
ability to compete with nations that stress high technology in 
their schools. The report that attracted the most attention 
was the May 198 3 A Nation At Risk: The Imperative for 
Education Reform. This report declared: standards are too 
low; school days are too short; teachers are paid too little; 
and education is too far down the list of national 
priorities.1 Some of the additional 1983 reports on the state 
of America's public schools that drew attention were: The 
Task Force on Education for Economic Growth, "Action for 
Excellence"; The Southern Regional Education Boards' Report, 
"Meeting the Need for Quality Action in the South"; Mortimer 
J. Adler's, "The Paidea Proposal"; Ernest Boyer's High School : 
Vhe National Commission on Excellence in Education, A 
Nation at Risk: The Imperative for Educational Reform 
(Washington, D.C.: Government Printing Office, 1983), pp. 1-2. 
1 
2 
and John Goodlad's A Place Called School. These schooling 
reports all stress the important role that the local school 
principal must play as the instructional leader in order to 
develop and maintain an instructionally effective school. 
These reports also place emphasis on the selection, training, 
and retraining of school principals, as well as changing the 
role from school managers to instructional and curricular 
leaders. 
The demand of the public for greater accountability of 
educators in regard to student test performance led President 
George Bush to state in 1991 "Eight years after the national 
Commission On Excellence In Education declared us 'A Nation at 
. . . . 2 
Risk', we haven't turned things around in education." The 
statement by President George Bush came after the historic 
education summit meeting in September 1989, in 
Charlottesville, Virginia. At this meeting, President Bush 
along with the Governors of the 50 United States, set Six 
National Goals for Education: 
Goal 1: By the year 2000, all children in America 
will start school ready to learn. 
Goal 2: By the year 2000, the high school graduation 
rate will increase to at least 90 percent. 
Goal 3: By the year 2000, American students will 
leave grades four, eight, and twelve having 
demonstrated competency in challenging 
subject matter including English, 
mathematics, science, history, and geography; 
2 
National Education Goals, American 2000: An Education 
Strategy. U.S. Department of Education (Washington, D.C.: 
U.S. Government Printing Office, 1991), p. 9. 
3 
and every school in America will ensure that 
all students learn to use their minds well, 
so they may be prepared for responsible 
citizenship, further learning, and productive 
employment in our modern economy. 
Goal 4: By the year 2000, U.S. students will be first 
in the world in science and mathematics 
achievement. 
Goal 5: By the year 2000, every adult American will 
be literate and will possess the knowledge 
and skills necessary to compete in a global 
economy and exercise the rights and 
responsibilities of citizenship. 
Goal 6: By the year 2000, every school in America 
will be free of drugs and violence and will 
offer a disciplined environment conducive to 
learning. 
The achievement of all of the Six National Goals for 
Education will depend on the leadership provided by 
principals. Implied in the national goals is that 
increasingly more authority and responsibility must be assumed 
by the principal in reforming the school. 
The schooling reports of the 1980s, along with the Six 
National Goals for Education, have all brought back to the 
general public's attention that principals do make a 
difference in schools. Parents, citizens, educators, 
researchers, and political leaders have found that the local 
school is the key to educational improvement, and that the 
leadership of the principal is crucial to the school's 
success, the examination of specific school processes and 
3Ibid., pp. 37-40. 
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behavior associated with student attitude and achievement. 
Work done by Brookover and Rutter, as well as that done within 
the State Departments of Education of California, Maryland, 
and New York has collected information by schools; grouped 
schools by students' socioeconomic status; and examined 
administrative and instructional processes in high and low 
achieving schools to discover what might account for 
. . 4 
achievement differences. These studies and others by Austin, 
Blumberg, Brundage, and Lipman, concentrated on the individual 
school.5 Basic to all of the studies were the questions: 
Why are some schools more effective than others? Do 
principals of instructionally effective schools exhibit any 
particular leadership behavior? 
The question of whether principals of instructionally 
effective schools exhibit any particular leadership behavior, 
led the writer to seek not only the answer to this specific 
question, but also answers for the following additional 
questions: What are the perceptions that teachers have of the 
factors of effectiveness that are operational in such a 
school? Are the perceptions of teachers affected by students' 
test scores? 
4 
James Sweeney, "Research Synthesis on Effective School 
Leadership," Educational Leadership. Volume 39, Number 5 
(February 1982): pp. 346-352. 
5Ibid., pp. 346-359. 
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Purpose 
The purpose of this study is to determine whether there 
are any significant differences between the perceptions of 
teachers of the operational effectiveness of selected school 
learning climate factors, with schools divided into high, 
average, and low one-thirds based on a standardized 
achievement test. 
The purpose of this study raises the following research 
questions : 
1. Do teachers in high, average, and low 
achieving middle schools differ in their 
perceptions of the administrative leadership 
of their schools? 
2. Do teachers in high, average, and low 
achieving middle schools differ in their 
perceptions of emphasis on student 
achievement in their schools? 
3. Do teachers in high, average, and low 
achieving middle schools differ in their 
perceptions of the emphasis on a safe and 
orderly environment in their schools? 
4. Do teachers in high, average, and low 
achieving middle schools differ in their 
perceptions on emphasis of high expectations 
of students in their schools? 
5. Do teachers in high, average, and low 
achieving middle schools differ in their 
perceptions on the use of test data to 
evaluate the instructional program in their 
schools? 
6. Do teachers in high, average, and low 
achieving middle schools differ in their 
perceptions on grouping practices in their 
schools? 
7. Do teachers in high, average, and low 
achieving middle schools differ in their 
6 
perceptions on time devoted to instruction 
in their schools? 
8. Do teachers in high, average, and low 
achieving high schools differ in their 
perceptions of the administrative leadership 
of their schools? 
9. Do teachers in high, average, and low 
achieving high schools differ in their 
perceptions on emphasis of student 
achievement in their schools? 
10. Do teachers in high, average, and low 
achieving high schools differ in their 
perceptions of the emphasis on a safe and 
orderly environment in their schools? 
11. Do teachers in high, average, and low 
achieving high schools differ in their 
perceptions on emphasis of high 
expectations of students in their schools? 
12. Do teachers in high, average, and low 
achieving high schools differ in their 
perceptions on the use of test data to 
evaluate the instructional program in 
their schools? 
13. Do teachers in high, average, and low 
achieving high schools differ in their 
perceptions on grouping practices in their 
high schools. 
14. Do teachers in high, average, and low 
achieving high schools differ in their 
perceptions on time devoted to instruction 
in their schools? 
Background of the Problem 
The problem of the study developed from the writer's 
participation in an urban school system principal's institute. 
The purpose of the institute was to improve student 
achievement through improving the instructional leadership of 
the participating principals. The focus of the institute was 
7 
on school learning climate and instructional leadership, and 
their relationship to effective schooling. As a part of the 
institute, Wilbur Brookover's School Learning Climate 
Assessment Instrument was administered to a random sampling of 
elementary, middle, and high school teachers in the school 
system. As a result, the writer was led to seek to determine 
whether there is any relationship between the perception of 
teachers of the operational effectiveness of selected school 
learning climate factors in their school, and the percentage 
of students scoring at or above the 50th percentile in reading 
or mathematics. 
Statement of Problem 
The problem of this study is to determine the relative 
influence of student achievement as measured by standardized 
test scores on teachers' perceptions of the learning climate 
of their school and their perceptions of leadership behavior 
as it affects the school learning climate. 
Significance of Study 
Few studies have been done which investigate the 
relationship between test scores or student performance and 
perceptions of organizational climate. This study not only 
will contribute to the body of literature on organizational 
climate, but will also offer administrators a more objective 
means of assessing teachers' perceptions. 
8 
Additionally, the study attempts to investigate a kind of 
lay theory that people possess wherein, we attribute our own 
characteristics to those organizations. That is to say, when 
we perceive ourselves as successful in the organization, we 
perceive the organization as successful. When we perceive 
ourselves as unsuccessful in the organization, we tend to 
attribute those same characteristics to the organization. 
Inherent in this thesis is the assumption that if the 
administrator can change the perception of the organization, 
he may thus improve organizational performance. 
Research Questions 
In a study of this kind, one or more assumptions must 
adhere. The assumption is made that teachers' performance is 
generally measured by some kind of Teacher Assessment Form. 
Student achievement is often not one of the components of the 
instrument. It is logical, however, to assume that student 
success on standardized tests would be internalized by the 
teacher as a measure of his success or failure. 
In studying the impact of perceptions of the learning 
climate on student performance, the following guestions are 
asked : 
1. Is there a difference in the perceptions 
of teachers of leadership behavior among 
high, average, and low achieving middle 
schools? 
Is there a difference in the perceptions 
of teachers of leadership behavior among 




If that and similar variables are held constant, however, 
one is able to discuss the comparison of student performance 
and teacher perception. 
Summary of the Introduction 
A summary of the highlights of the significance of this 
study revealed: 
1. That the schooling reports of the 80's and 90's, 
stressed the important role of the school 
principal as the instructional leader. 
2. That as a result of the school reports, research 
was conducted to examine administrative and 
instructional processes in high and low achieving 
schools to discover what might account for 
achievement differences. 
3. That as a result of the schooling reports reviewed 
along with the research generated by the reports, 
the researcher sought to determine whether there 
was any relationship between the perception of 
teachers of the operational effectiveness of 
selected school learning climate factors in a 
school, and the percentage of students scoring at 
or above the 50th percentile in reading or 
mathematics. 
4. That the problem identified by the study was to 
determine the relative influence of student 
achievement as measured by standardized test 
scores on teachers' perceptions of the learning 
climate of their school, and their perception of 
leadership behavior as it affects the school 
learning climate. 
5. That this study is significant in that it will not 
only contribute to the body of literature on 
organizational climate, but also offer 
administrators a more objective means of assessing 
teachers' perceptions. 
6. That in the study of the impact of perceptions of 
the learning climate on student performance, the 
question is asked as to whether there is a 
difference in the perceptions of teachers of 
10 
leadership behavior among high, average, and low 
achieving middle schools and high schools? 
CHAPTER II 
REVIEW OF RELATED LITERATURE 
This chapter presents a review of selected literature 
related to the central concepts of the study. The review is 
divided into two sections. The first section discusses 
effective school research and the factors present in effective 
schools. The second section discusses organizational climate. 
More specifically, the aspect that addresses the assumption 
that one's perception of one's performance effect one's 
perception of the organization. 
Effective Schools Research 
Prior to the mid-seventies, few analytical studies were 
done on the factors that contribute to school effectiveness. 
Glenys Unruh and Adolph Unruh attribute this to the disbelief 
that schools could make a difference, stemming from James 
Coleman's report, Equality of Educational Opportunity.6 The 
Coleman Report conveyed the conclusion that home environment 
variables were most important in explaining variance in 
achievement levels for all racial and regional groups, and 
that school facilities and curriculum were the least important 
6Glenys Unruh, Adolph Unruh, Curriculum Development: 
Problems. Processes, and Progress (Berkeley, California: 
McCutchen Publishing Corporation, 1984), p. 41. 
11 
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variables.7 Although the Coleman Report of 1966 was intended 
to stimulate remediation measures, the perception that came 
forth was that principals and teachers could not do much for 
children who came from low socioeconomic homes. 
In the seventies, and continuing through the eighties, 
effective school studies appeared that counteracted the 
Coleman Report of 1966, particularly in reference to the urban 
poor. The studies of effective schools produced evidence that 
certain characteristics are present in effective schools. 
Studies by Wilbur Brookover and Lawrence Lezotte, George 
Weber, and Ronald Edmonds, concluded several consistent 
findings that characterized effective schools: the leadership 
of the principal; an orderly school learning climate; high 
expectations; common agreement on the goals of the school; use 
of instructional objectives to guide the learning activities; 
and the use of evaluation as a means of feedback for 
instructional improvement. 
Researchers found that elementary and secondary 
principals have much in common when it comes to how their 
behavior influences their schools. Typically, it is necessary 
to adapt effective approaches to different school situations. 
Setting high academic standards transcends almost everything 
else, including grade levels. 
James S. Coleman, Equality of Educational Opportunity 
(Washington, D.C.: U.S. Government Printing Office, 1966), pp. 
730-37. 
13 
David L. Clark reviewed 97 studies of urban school 
achievement and made the following conclusions about 
principals : 
Principals are crucial in determining school 
success. Their influence is felt through the 
attitudes they breed and the motivation they 
impart in creating a climate of achievement. 
Successful schools establish clear goals and 
carry out staff development as a result of the 
principal's leadership. 
Van Cleve Morris conducted for the National Institute of 
Education a detailed study of principals on the job. Morris' 
study called "The Urban Principal," concluded that the 
behavior of the principal would affect the work of the school, 
especially through an impact upon the climate of the school, 
. . . . 9 
m which teaching and learning take place. 
Gordon Weber's 1971 study, (Reading, Inner-City 
Children), served as an alternative to the Coleman Report of 
1966. Conducted in four inner-city schools in New York, Los 
Angeles, and Kansas City, results pointed toward the school as 
the determinant of success in third grade students' reading 
achievement.10 
Q 
Jack McCurdy, The Role of the Principal in Effective 
Schools: Problems and Solutions (Sacramento, California: 
Education News Service, American Association of School 
Administrators, 1984), p. 8. 
9 
Ibid., p. 9. 
°Gordon Weber, Inner-City Children Can Be Taught to Read: 
Four Successful Schools (Washington, D.C.: Council for Basic 
Education, 1971), pp. 10-15. 
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The schools that Weber examined exhibited a significant 
number of poor students scoring above the national norm in 
reading. To further substantiate student competency in 
reading, a test was devised to determine reading ability. The 
results showed that reading ability in the four schools was 
similar to that of students in average income schools. 
Interviews with staff and observations of classes during 
reading instruction revealed that in successful schools, there 
was a decided emphasis on reading; careful and frequent 
evaluation of pupil progress; and a pleasant, orderly, and 
quiet atmosphere.11 The results also revealed that 
leadership appeared to be a significant factor. School 
administrators set the tone for the school, and assumed 
responsibility for instruction and allocation of resources to 
reach school goals.12 
The 1974 New York State Performance Review confirmed 
Weber's studies and pointed to the school climate as being 
instrumental in improving achievement scores. Two inner-city 
schools in New York City that matched on climate factors, but 
differed significantly in reading achievement were studied. 
The analysis revealed that differences in student achievement 
appeared to be attributable to factors under the school's 





behavior. The principal in the more effective school had 
developed and implemented a plan for dealing with reading 
problems, and provided a good balance between management and 
instructional skills.13 The principal was also found to be 
engaged in the following: observing students and teachers; in 
explaining district plans for improvement; establishing 
educational practices; and developing a stable school learning 
climate.14 
J. V. Madden's 1976 California School Effectiveness Study 
paralleled the Weber Study and the New York State Performance 
Review Study. Identifying 21 pairs of elementary schools that 
matched on the basis of pupil characteristics but differed on 
standardized achievement measures, the research identified 
five factors that seemed to differentiate effective from less 
effective schools. In more effective schools: teachers 
reported receiving significantly more support, there was an 
atmosphere conducive to learning; the principal had more 
impact on educational decision making; there was more evidence 
of pupil progress monitoring; and there was more emphasis on 
achievement.15 
The 1978 (Emergency School Aid Act (ESAA) In-Depth) by 
Jean B. Wellisch, examined leadership behavior in nine 
13James Sweeney, "Research Synthesis on Effective School 
Leadership," Educational Leadership 39 (February 1982): 346. 
UIbid., pp. 345-347. 
15Ibid. , p. 34 6 . 
16 
elementary schools that had made significant gains in reading 
and mathematics as contrasted with 13 less effective 
elementary schools. Wellisch examined the following four 
areas of instructional leadership: concern for instruction; 
communication about instruction; and assumed responsibility 
for instruction and instructional program coordination. 
Wellisch's study revealed that in the nine schools that 
made significant gains in reading and mathematics that the 
principal demonstrated the following behaviors: high concern 
for instruction; regularly reviewed and discussed 
instructional programs with teachers; assumed major 
responsibility for instructional program; and assumed 
responsibility for instructional program coordination.16 
Ron Edmonds, through his efforts to identify and analyze 
urban schools that are instructionally effective for poor and 
minority students, was a major contributor to school 
effectiveness research. As the project director of Harvard 
University's "Search for Effective Schools," Edmonds directed 
studies that involved 20 elementary schools in Detroit's Model 
Cities Neighborhood, a re-analysis of the 1966 Equal 
Educational Opportunity Survey Data, and analysis of 
Jean B. Wellisch, "School Management and Organization 
in Successful Schools," Sociology of Education 51 (July 1978): 
211-226. 
17 
differences in six pairs of elementary schools in Lansing, 
Michigan.17 
On the basis of Edmonds' analysis of his studies, he 
concluded that schools and school leadership do make a 
difference, and that there are tangible and indispensable 
characteristics of effective schools attributable to 
leadership. Effective schools, according to Edmonds, are 
marked by leaders who: 
1. Promote an atmosphere that is orderly 
without being rigid, quiet without 
being oppressive, and generally 
conducive to the business at hand. 
2. Frequently monitor pupil progress. 
3. Ensure that it is incumbent upon the 
staff to be instructionally effective 
for all pupils. 
4. Set clearly stated goals and learning 
objectives. 
5. Develop and communicate a plan for 
dealing with reading and mathematics 
achievement problems. 
6. Demonstrate strong leadership with a mi^ 
of management and instructional skills. 
Another of Ronald Edmonds' school effectiveness projects 
was the 1979 School Improvement Project conducted in nine 
elementary schools in New York City. This research study was 
a continuation of some of Edmonds' earlier work. Based on 
170P. Cit. , p. 348. 
Ibid. 
18 
earlier findings, five factors associated with school 
effectiveness were identified: administrative style; school 
climate; school-wide emphasis on basic skills; teacher 
• . . 19 expectations; and continuous assessment of pupil progress. 
Edmonds' 1979 School Improvement Project defined school 
effectiveness by scores on a city-wide reading achievement 
test. City-wide rankings of the reading achievement test were 
used to differentiate highly effective schools from less 
effective schools. The researchers found the following in 
highly effective schools: teachers reported effective grade 
and school-wide coordination; teachers reported that the 
principal made regular administrative response to teacher 
difficulties; teachers reported useful faculty meetings with 
opportunities for staff interaction on curriculum matters; and 
teachers reported effective communications with their 
principal, and an orderly school learning climate was in their 
schools.20 
Wilbur Brookover's contribution to school effectiveness 
research is significant due to its breath and because it 
includes a relatively large sample of schools of essentially 
different racial composition and rigorous case studies. 
Preliminary investigation by Brookover and Schneider (1975) 
and Brookover and Lezotte (1977) indicated there was marked 
19 
Ronald Edmonds, "Effective Schools for the Urban Poor," 
Educational Leadership 37 (October 1979): 15-27. 
20Ibid. , pp. 15-27. 
19 
differences in leadership in effective and ineffective 
schools.21 
The School Social Systems and Student Achievement Study 
conducted by Wilbur Brookover and others in 1979 was a result 
of their school effectiveness research of 1975 and 1977. The 
study of 1979 was designed to examine the hypothesis that 
differences in school social systems explained differences in 
student outcomes among schools. Analysis of data from the 
schools studied suggested that a major portion of the variance 
in achievement between schools was explained by three 
components of the school social system: school social inputs 
(student body composition and other personal inputs); school 
social structure (such as school size, open or closed 
classrooms); and school social climate (school culture as 
classrooms); and school social climate (school culture as the 
norms, expectations and feelings about the school held by 
22 
staff and students). In the effective schools, the 
principals did the following: visited classrooms frequently 
organized teacher effectiveness training, and held meetings 
with teachers to discuss student achievement; and openly 
expressed concern for high teacher expectancy and high student 
23 
achievement to both teachers and students. 
W. Lezotte, et al., School Learning Climate and Student 
Achievement (Tallahassee, Florida: The Site Specific Technical 




The effective schools research has received some 
criticism which centers around the research methodology. 
Criticisms have been leveled against researchers' use of too 
narrow a definition of school effectiveness (instructional 
effectiveness) and the use of standardized achievement test 
results as the sole measure of that effectiveness. Critics 
claim this approach ignores the variety of school goals and 
yields invalid and unreliable measures. Rather than a single 
dimension approach, critics suggest assessing a variety of 
domains, including the attainment of administrative, racial, 
and emotional objectives.24 
The fact that most effective schools research studies 
have labeled schools effective or not effective based on 
assessment of instructional outcomes on one or two grade 
levels or one or two subject areas (reading and/or 
mathematics) has caused critics in the field some concern. 
One or two grade levels, critics claim, cannot represent a 
total school adequately, particularly in the absence of 
. . 25 . . 
longitudinal data. One or two subject areas, critics 
claim, though basic skills areas are important, do not 
represent the total school curriculum.26 
24S.C. Purkey, M.S. Smith, "Synthesis of Research On 
Effective Schools," Educational Leadership (December 1982): 
64-69. 
25Ibid. pp. 64-69. 
26Ibid. pp. 64-69. 
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D'Amico summarizes criticism of school effectiveness 
studies as follows: 
Effective schools exist. Hundreds 
of them have been described. Each one's 
effectiveness, however, seems to represent 
an intricate perhaps idiosyncratic, 
phenomenon that, in turn, is probably the 
result of intricate, idiosyncratic, processes. 
As yet, there are jip recipes for creating 
effective schools. 
Lezotte responds to D'Amico and other critics of the 
effective school movement with the following significant 
comments : 
I support D'Amico when he asks that we be 
cautious about this or any evolving body 
of research. Clearly, more research is 
needed before this work could ever hope to 
meet the standards of a "recipe." But 
when he suggests that effective schools 
research should not influence school 
improvement initiatives, I must take 
exception. Researchers regard it as a 
broad framework for school improvement 
planning but not as an explicit recipe. 
To the practitioner, the effective 
schools research framework has face 
validity. 
Organizational Climate 
The effective school studies identified similar school 
climate factors that impacted the organization and 
administration of effective schools. The leadership behavior 
of the principal was the key factor in the organization and 
Joseph J. D'Amico, "Using Effective Schools to Create 
Effective Schools: No Recipes Yet," Educational Leadership 
(December 1982) : 60-61. 
28 L.W. Lezotte, "A Response to D'Amico: Not a Recipe But 
a Framework," Educational Leadership (December 1982) p. 63. 
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administration of effective schools. The principal worked 
with teacher and students to establish a school climate in 
which they were lead to believe that they each had an 
important role to play in helping students to achieve in 
school through the establishment of clear goals, high 
expectations, and holding each other to the goals and 
expectations. 
An investigation of the definitions of "climate" revealed 
a wide range of interpretations. In their study of 
organizational climate, Halpin and Croft compared the 
personality of an individual to the climate of an 
organization.29 
Several researchers tended to view climate in terms of 
the quality of the environment within an organization. 
Hellriegel and Slocum defined climate as a set of attributes 
developed from the manner in which organizations and/or 
subsystems deal with members and the environment.30 Lindelow 
and Mazzareella defined climate as every aspect of the 
organization, the nature of the work that goes on there , the 
people, the architecture and surroundings, the history of the 
organization, the administrative policies in effect, and 
especially, the pattern of interaction and communication among 
29 . 
A.W. Halpin, and D.B. Croft, The Organizational Climate 
of School. (Chicago, Illinois, University of Chicago, 1963), 
p. 35. 
30D. Hellriegel and J.W. Slocum, Jr., "Organizational 
Climate: Measures, Research and Contingencies, "Academy of 
Management Journal. 17 (1974) pp. 255-280. 
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members of the organization.31 Nwanko defined climate as 
"the general "we-feeling", group subculture of interactive 
. 32 . . 
life of a school." The school climate, as defined by Deal 
and Kennedy is "an informal understanding of the way we do 
things around here or what keeps the herd moving roughly 
west. "33 
Other researchers have defined climate within schools in 
terms of the effects on student achievement. Edmonds stated 
that effective schools "share a climate in which it is 
incumbent on all personnel to be instructionally effective for 
all pupils. 
W. Brookover, L. McIntyre, and John Edward Slawski 
reported that teachers in healthy school learning climates 
believe that they are capable of teaching the children 
attending their schools effectively and that these children 
. 35 
are capable of learning. They developed A School Learning 
John Lindelow, and A. Mazzarella, "School Climate," in 
School Leadership Handbook for Survival (Eugene Oregon: ERIC 
Clearinghouse on Educational Management, 1981) pp. 6-7. 
32J. I. Nwanko, "The School Climate as a Factor in 
Students' Conflict in Nigeria," Educational Studies 10, 
(1979): 268. 
33T. E. Deal, and A.A. Kennedy, "Culture and School 
Performance," Educational Leadership 40 (May 1983): p. 14. 
34 
Ronald Edmonds, "Effective Schools for the Urban Poor," 
Educational Leadership 37 (October 1979): 22. 
35Wilbur, Lonnie McIntyre, John and Edward Slawski, A 
School Learning Climate Assessment Instrument (Lansing, 
Michigan: Michigan State University, 1984), p. 1. 
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Climate Assessment Instrument in which seven essential factors 
of a school learning climate were identified (see 
Appendix). Those factors are: 1) Administrative or 
Principal1s Instructional leadership, 2) Emphasis on 
Achievement, 3 ) Teacher Expectations of Students, 4) 
Evaluation of the Instructional Program, 5) Safe and Orderly 
Environment, 6) Grouping Practices, and 7) Time Devoted to 
Instruction. A review of literature related to the seven 
factors is as follows: 
Administrative or Principal's Instructional Leadership 
Instructional leadership is the presumed work of the 
principal.36 The research of Brookover, Beady, Flood, 
Schweitzer, and Wisenbaker, Weber, and the State of New York's 
Office of Educational Performance Review, all found a positive 
relationship between principal instructional leadership and 
student achievement.37 
Deal and Celotti conducted a study to assess the 
relationship between classroom instruction and organizational 
or administrative factors. They found that principals who 
assume the role of colleague or symbolic leaders, who offer 
advice and support to teachers, may be able to have a more 
36National Association of Secondary Principals, "Dropout 
Prevention Strategies," Newsletter (December 1988). 
37James Sweeney, "Research Synthesis on Effective School 
Leadership," Educational Leadership 39 (February 1982), p.346. 
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positive effect on classroom instruction far greater than 
38 
leaders operating through inadequate formal channels. 
Emphasis on Achievement. Student achievement is defined 
as the amount of available information present in an 
individual which reflects the degree of success of past 
. . 39 
learning experiences. According to Brophy, the emphasis on 
student achievement is characterized by teachers who develop 
management strategies that maximize instructional time, pace 
students through the curriculum in small steps that allow high 
rates of success, and adapt curriculum materials based on 
. . . 40 
their knowledge of students' characteristics. Brophy found 
that achievement increases in both elementary and secondary 
. . . 41 
schools when these characteristics are evident. 
Ronald Edmonds described effective schools in terms of 
student achievement. He described student achievement as the 
mastery of those basic skills which assures a pupil's 
• . 42 successful progression to the next level of schooling. 
38 
Terrence E. Deal, and Lynn D. Celotti, "How Much 
Influence Do Educational Administrators Have In Classrooms?" 
Phi Delta Kappan 61 (7), pp. 471-473. 
39 
J.W. McDavid and S. G. Garwood, Understanding Children. 
(Lexington, Massachusetts: D.C. Health and Company, 1978), p. 
15-25. 
40 
Jere Brophy, "Teacher Influences on Student 
Achievement," American Psychologist 41 (October 1986): pp. 
1069-1077. 
41Ibid. , pp. 1069-1077. 
U2 
Ronald Edmonds, "Effective Schools for the Urban Poor," 
Educational Leadership 37 (October 1979): p. 22 
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Lezotte and Bancroft described two outcome standards 
which are indicative of effective schools: First, the overall 
level of achievement must be significantly high to signify 
acceptable mastery of the basic skills; Second, the 
distribution of achievement must not vary significantly across 
the major subset of the student population (middle socio- 
. . . 43 
economic students versus lower socioeconomic students). 
Teacher Expectation of Students. Teacher expectations 
are defined by Good and Weinstein as the inferences teachers 
make about the likely achievement of students and the types of 
assignments they need to reach that expected level of 
. 44 
achievement. Davis and Thomas report that low teacher 
expectations have a direct effect on student achievement in 
that these teachers tend to teach less and provide less 
opportunity for practice and learning, thus lowering the rate 
. 45 
of academic engagement. These teachers also tend to 
communicate their low expectations to students, indirectly 
43 
Lawrence W. Lezotte, and Beverly A. Bancroft, "Growing 
Use of the Effective Schools Model for School Improvement," 
Educational Leadership 42 (October 1985): p. 27. 
44 
Gary A. Davis and Margaret A. Thomas, Effective Schools 
and Effective Teachers. (Needham Heights, Massachusetts, Allan 
and Bacon, 1989), pp. 23-35. 
45Ibid pp. 15-35. 
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causing the students to lower self-expectations and thus 
. . 46 
decreasing the amount of effort put into learning. 
The result of low expectations is most often low student 
achievement. This phenomenon has been labeled the self- 
fulfilling prophecy or the Pygmalian effect which was first 
47 
noted in research by Rosenthal and Jacobson. In their 
research, teachers' expectations for student achievement were 
manipulated to see if expectations would be fulfilled. Using 
several classes in an elementary school, teachers were led to 
believe that a few children in each class would show unusually 
large achievement gains during the coming school year. 
Although students were randomly selected for the study with no 
basis for the claim of high achiever, improved student 
performance was evident at the end of the school year. 
Roueche and Baker found that the professional staff in 
effective schools tends to predict higher educational 
accomplishments for their pupils and the teachers generally 
expect more students to graduate from high school and 
48 
college. Research by Rutter, Amanghn, Mortimer, Ouston, 
and Smith, found that the relationship between race and 
46Ibid. pp. 15-35. 
47 
Thomas L. Good and Jere E. Brophy, Looking In 
Classrooms. (New York, N.Y., Harper and Row, 1978), pp. 42- 
46. 
48 
John E. Roueche, and George A. Baker, Profiling 
Excellence In America's Schools. (Arlington, Virginia, 
American Association of School Administrators, 1986), pp. 5-8. 
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achievement is not as strong as the relationship between high 
expectations and high achievement.49 
Evaluation of the Instructional Program. Ronald Edmonds 
stated that one of the characteristics of an effective school 
is the frequent monitoring of the instructional program. 50 
Evaluation of the instructional program should be done to 
determine the effectiveness of the instructional program and 
the actions needed to intervene and provide a more effective 
program for all learners. 
K. Conner offers four essential features of the formative 
testing process at the classroom, school and district levels: 
1) Stating the Belief System—the belief that all students can 
learn what schools teach is fundamental to developing 
students' abilities; 2) Setting Goals and Measuring-formative 
tests should measure specific content objectives. Formative 
measures are criterion or curriculum-referenced, rather than 
formed to produce a bell curve. Formative measures are 
designed to determine which objectives students have mastered 
and which ones they still need to work on, or to identify 
classes or schools that need help; 3) Collecting Data—data is 
collected during the instructional process so that problems 
can be identified while there is still time to correct them; 
49 
/ M. B. Rutter, M.P. Mortimer, J. Ouston, and A. Smith, 
'Fifteen Thousand Hours: Secondary Schools and Their Effects 
On Children. (Cambridge, Massachusetts, Harvard University 
Press, 1979) pp. 32-40. 
50Ronald Edmonds, "Effective Schools for the Urban Poor," 
Educational Leadership 37 (October 1979) p. 24. 
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4) Acting on Test Information—strategies are developed to 
correct the deficiencies of the students or school with the 
underlying belief that improvement is possible and improvement 
can become a reality.51 
Safe and Orderly Environment. A disciplined and orderly 
environment is of great importance as revealed in several 
polls of public opinion. Schools that are orderly, 
purposeful, and peaceful are schools in which achievement is 
higher.52 
Principals have a significant role in maintaining a safe 
and orderly climate. Research indicates that effective 
schools possess a sense of order, purpose, direction, and 
coherence. Effective goals give the impression that they are 
being run. Shoemaker and Fraser attribute the success in 
maintaining order to the use of assertive leadership behavior, 
which includes both what the principal does and what the 
principal will allow to happen.53 
Grouping Practices. Grouping practices in the elementary 
schools differ from that of the middle and high schools. At 
the elementary level, teachers are most often assigned a class 
51K. Conner, J. Hairston, I. Hill, H. Kopple, J. Marshall, 
K. Scholnick, and M. Schulman, "Using Formative Testing at the 
Classroom, School, and District Levels," Educational 
Leadership, 43 (February 1985) pp. 63-67. 
52J. Shoemaker, and H.W. Fraser, "What Principals Can Do: 
Some Implications from Studies of Effective Schooling," Phi 
Delta Kappan, 63 (March 1981) pp. 178-182. 
53Ibid. pp. 178-182. 
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for the entire school year. Students are then usually grouped 
homogeneously for basic skills instruction, and 
heterogeneously for content area instruction. In a study by 
DeRidder, it was reported that elementary teachers, in an 
effort to find a method of managing the already wide range of 
differences, sort students into groups who are reasonably 
similar in readiness to learn. What usually emerged were 
. . . . . 54 
groups with similar socioeconomic backgrounds. However, if 
groups are temporary and are periodically restructured on the 
basis of academic achievement, the opportunity to achieve the 
desired goals and objectives are more likely and the 
socioeconomic differences less pronounced.55 
Time Devoted to Instruction. The length of a class 
period in high school and middle schools defines the maximum 
amount of time available for instruction. However, research 
indicates that mere length of a class period does not relate 
to academic achievement. Student learning depends on how the 
available time is used, not the amount of time available. 
This view point is supported by a study conducted by SRI 
International. The study was conducted in 87 secondary 
remedial classrooms. Findings from the study suggested that 
the amount of time allocated to specific reading activities 
54 
Lawrence M. DeRidder, "School Dropout Prevention Begins 
in the Elementary Years," Education. 108 (April 1988) pp. 488- 
494 . 
55R.E. Slavin, "Ability Grouping and Student Achievement 
in Elementary Schools: A Best-evidence Synthesis," Review of 
Educational Research. 57 (March 1987) pp. 293-336. 
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significantly affecting reading gains.56 The results also 
showed strong correlations between engaged learning time and 
reading gain.57 
The research by Brophy found that teacher behaviors such 
as role definition, classroom management and active teaching 
were found to directly affect the amount of time devoted to 
58 
instruction. In terms of role definition, teachers that 
emphasize instruction as their priority tend to allocate the 
largest amount of the school day to instruction. Effective 
classroom management techniques result in efficient learning 
environments in which transitions are brief and orderly, and 
minimal time is spent disciplining students. Active teaching, 
where teachers spend most of their time teaching or 
supervising students rather than allowing them to work on 
. . . 59 
their own is crucial to student progress. 
The construct, "School Climate" has as its genesis that 
of the organizational climate. Taylor and Bowers defined 
organizational climate as the perceived traits of 
organizational stimuli which become a group property through 
56J. Stallings, "Allocated, Academic Learning Time, Or 
Beyond Time On Task," Educational Researcher (Fall 1980): 11- 
16. 
57Ibid. , pp. 11-16. 
58 
Jere Brophy, "Teacher Influences On Student 
Achievement," American Psychologist 41 (October 1986): 
1069-1077. 
59Ibid. , pp. 1069-1077. 
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interpersonal interactions and which modify overt behavior 
within the organization.60 
Investigations by Likert and others have shown that 
participative permissive climates contribute to employee 
satisfaction, and in some cases to improve performance.61 
Pritchard and Karasick defined organizational climate thusly: 
A relatively enduring quality of an 
organization's internal environment 
distinguishing it from other organizations; 
(a) which results from the behavior and 
policies of members of organization, 
especially top management; (b) which is 
perceived by members of the organization; 
(c) which serves as a basis for interpreting 
the situation; and (d) act as a source 
of pressure for directing activity. 
Pritchard and Karasick used a portion of Campbell's 
organizational climate questionnaire to study the perceptions 
of 76 managers from two organizations. Results of the study 
demonstrated that perceptions of organizational climate were 
influenced by both the overall organization and subunits; that 
climate scores correlated with individual satisfaction and 
subunit performance (but not individual performance), and that 
some dimensions of organizational climate moderated the 
60W. Lezotte, et al., School Learning Climate and Student 
Achievement (Tallahassee, Florida: The Site Specific 
Technical Assistance Center, 1980), pp. 147-148. 
62 
Lawrence R. James, and Allan P. Jones, "Organizational 
Climate: A Review of Theory and Research," Psychological 
Bulletin 81 ((1974): 1101. 
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individual characteristics performance and satisfaction 
relationships.63 
Campbell and Beaty defined organizational climate as a 
"summary variable intended to represent perceptual filtering, 
structuring, and description of numerous stimuli impinging on 
him from the domain we so casually refer to as the 
. . 64 
situation." Organizational climate was considered by 
Campbell and Beaty as a perceptual measure that described the 
organization and was different from attitudinal, evaluative, 
and need satisfaction variables. Perception of organizational 
climate were thought of as "an article of faith," to influence 
valences attached to certain outcomes, the instrumentalities 
for these outcomes, and expectations for various strategies to 
achieve these outcomes.65 
In an organizational climate study conducted by Campbell 
and Beaty of salaried personnel in a manufacturing plant, they 
found that: (a) subjects had more finely differentiated 
perceptions of their job climate that of their total 
organizations' climate; (b) a significant portion of climate 
variance was attributable to subunit differences within their 








perceptions were significantly, but not highly related to 
measures of work group performance.66 
The impact that organizational climate will have on the 
performance behavior of the members of the organization, is 
primarily determined by its leadership system. Sergiovanni 
and Elliott state that one important ingredient in defining a 
school's organizational climate is in its leadership 
system.67 This leadership system includes such components 
as: general styles or ways in which principals express 
leadership and administrative behavior; the ways in which 
power and authority are used and expressed; the decision¬ 
making process and procedures; the character of communication 
processes; the quality and pattern of interpersonal 
relationships.68 
Where the leadership provides an optimal climate for 
growth in an organization, one finds an organizational climate 
that Sergiovanni describes as being characterized by: high 
flexibility in people and organizations; the sharing of ideas 
and information; acceptance and encouragement; clear goals and 
a sense of mission; a reasonable amount of individual 
autonomy; freedom from undue interference; and a sense of 
“ibid., 1102. 
67Thomas J. Sergiovanni and David L. Elliott, Educational 
and Organizational Leadership in Elementary Schools (Englewood 




cohesiveness and morale.69 At the other end of the optimal 
climate is one in which teachers feel unsafe; find the 
organization rigid; feel a lack of educational leadership from 
the principal; find a few opportunities for communication with 
each other; and feel powerless and overburdened by trivial 
organizational and administrative demands.70 
The characteristics of optimal climate referred to by 
Sergiovanni, and the opposite end characteristics of such a 
climate, demonstrate the impact organizational climate may 
have on performance and the perception of leadership behavior. 
Inherent in these definitions and studies of 
organizational climate is the assumption that one's perception 
of his performance effects his perception of the organization 
for which he works. The direction of causality is either from 
performance to perception or from perception to performance. 
A direction of causal inference from performance to perception 
would suggest that one's success or failure in the 
organization determines to a significant degree his perception 
of that organization. People often possess "lay" theories of 
performance which they use to ascribe characteristics to 
themselves and others. When one does well or performs 
effectively, he tends to view the organization as operating 
effectively. On the other hand, when one performs poorly or 




negative characteristics to that organization. Julian B. 
Rotter has posited that the degree to which one person 
perceives an event or reward depends on whether its occurrence 
is the result of his own behavior and/or attributes, or the 
result of external forces.71 Given that personality 
influences all behavior, it is reasonable to discuss 
performance and perception exclusive of personality variables 
which may affect the degree to which the ascription of 
organizational characteristics takes place. 
The other direction of causal inference is from the 
organization to performance. That is to say what transpires 
in the organization, the climate of the organization 
determines how well one performs. This logic is revealed in 
studies by Likert, Sergiovanni and Elliott, and Miller. These 
studies reveal that the leadership of the organization has a 
direct impact on member performance.72 
The present study was made on the assumption that 
performance affects one's perception of organizational 
climate. In the school setting, a teacher's success is 
measured to a large degree by the performance of his students. 
Merit pay, for example, is based on the idea that those 
teachers who exhibit superior classroom performance should 
receive incentive pay. Teacher recommendations and awards are 
71Julian B. Rotter, "Generalized Expectancy for Internal 
Versus External Control of Reinforcement," Psychological 




contingent on student performance. Student performance, 
however, is essentially measured by standardized test scores 
such as: Scholastic Aptitude Test; Tests of Achievement and 
Proficiencies; and the Iowa Test of Basic Skills. 
The study of organizational climate grew out of an 
interest in how the individual perceives himself in relation 
to his organization and the effect that the organization has 
on his psychological well being.73 In studying perceptions 
of organizational climate, one has to also view the 
attribution of organizational characteristics within the 
theoretical framework of Attribution Theory. 
Attribution Theory is a theory of the relationship 
. . , 74 
between person perception and interpersonal behavior. 
It is mainly concerned with the cognitive processes by which 
the individual interprets behavior as being caused by certain 
parts of the relevant environment.75 The impetus for the 
theory is how one assigns enduring traits to himself, other 
persons, or things. More broadly conceived that the idea of 
perception, it makes use of unformulated and half-formulated 
knowledge of interpersonal relations as it is expressed in 
Andrew W. Halpin and Don B. Croft, The Organizational 
Climate of Schools (Chicago: Midwest Administration Center, 
University of Chicago, 1963), p. 38. 
74 ..  
Fred Luthans, Organizational Behavior (New York: McGraw 
Hill Book Company, 1977), p. 46. 
75Harold H. Kelley, "The Process of Causal Attribution," 
American Psychologist (February 1971): 107-127. 
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everyday language and experience.76 Attribution is the 
process by which the individual makes sense of his world. 
Barry M. Straw conducted research to test the relevance 
of the attribution theory to interpretation to the following 
correlational findings: Likert's findings that group 
cohesiveness is associated with high performance to 
motivation.77 Straw found that individuals who were told 
that they had participated in a high performing group, rated 
their group higher in cohesiveness, communication, and 
motivation, as compared to individuals who were told that they 
had participated in a low performing group. Straw's research 
provided support for the notion that individuals attribute one 
set of characteristics to the work group they believe is 
effective, and another different set of characteristics to an 
ineffective work group. 
The behavioral consequences that are the result of 
knowledge of performance can be theoretically supported by the 
theories of Operant Conditioning, as related to the extent 
that it has reinforcement value for the individual. Knowledge 
of performance serves a motivational function when it provides 
information about outcomes associated with rewards. If it 
increases motivation by acting as a promise of future rewards, 
76Fritz Heider, The Psychology of Interpersonal Relations 
(New York: John Wiley and Sons, Inc., 1958), p. 68. 
77Barry M. Straw, "Attribution of the Causes of 
Performance: A General Alternative Interpretation of Cross- 
Sectional Research on Organizations," Journal of Organiza¬ 
tional Behavior and Human Performance 13 (1975): 431. 
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78 
it functions as an incentive. It may also serve as a 
reward and/or punishment itself (secondary reinforcer) if over 
time, the pairing of a given level of knowledge of performance 
with certain positive and/or negative outcomes leads it to 
79 
take on reinforcing properties in and of itself. 
Jerry W. Valentine and Michael Bowman conducted a study 
during the 1987-88 School Year to determine if teachers in 
schools selected by the United States Department of 
Education's School Recognition Program as "School of 
Excellence," perceived their principals as more effective than 
teachers in schools not selected as "Schools of Excellence". 
The principal of each of the 271 schools recognized in 1987 as 
"Schools of Excellence," was mailed a packet of information 
and directions for selecting 10 teachers to complete the 
instrument. At the same time in 1987, 250 secondary schools 
from across the nation were randomly selected as a control 
group. 
The instrument used to collect principal data was the 
"Audit of Principal Effectiveness," developed in 1984 to 
80 
describe the leadership skill of building administrators. 
78 
Daniel R. Ilgen, Cynthia D. Fisher, and Susan Taylor, 
"Consequences of Individual Feedback on Behavior in Organi¬ 
zations," Journal of Applied Psychology 64 (1979): 352. 
79tv, . , Ibid. 
80 
Jerry W. Valentine, and Michael L. Bowman," Effective 
Principal, Effective School: Does Research Support the 
Assumption?" National Association of Secondary School 
Principals 539 (December 1991): pp. 1-7. 
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The instrument had 80 items that provide data for nine factors 
of principal effectiveness. The factors were grouped by 
domains which represent general areas of administrative 
responsibility. The factors represented specific skill areas 
related to principal effectiveness. The fact or scores were 
computed from the response of teachers asked to describe "How 
effective you perceive your principal performs each of the 
81 
skills. A Likert type scale of one (not effective) to nine 
82 
(very effective) was used. The three Domains and Factors 
used were: 1. Domain—Organization Development; Factors— 
Organizational Direction, Organizational Linkage, and 
Organizational Procedures; 2. Domain—Organizational Environ¬ 
ment; Factors—Teacher Relations, Student Relations, Inter¬ 
active Processes, and Affective Processes; 3. Domain— 
Educational Program; Factors—Instructional Improvement, and 
Curriculum Improvement.83 
The teachers in the "recognized schools" (schools of 
excellence), described their principals as most effective for 
the factors of organizational direction, interactive 
processes, and organizational linkage. This implied that the 
principals were perceived as strongest in providing direction 
for the organizing tasks and personnel for the effective day- 








working relationships between the school, the community the 
school serves, and other educators and agencies which work 
84 
with the schools. 
The factor scores for the principals of the recognized 
and random schools are presented in Table 1. The scores of 
the teachers at the randomly selected schools were 
consistently lower for each factor than the scores of the 
schools classified as "Schools of Excellence." The principals 
of the randomly selected schools were perceived as least 
effective in the skills associated with organizational 
procedures and affective processes.85 
The scores for the junior high/middle school principals 
tended to be higher than their high school counterparts for 
. 86 
both the recognized group and the random group. However, 
the high school principals were perceived to have more 
distinguishable procedures for problem solving, decision 










AUDIT OF PRINCIPAL EFFECTIVENESS FACTOR SCORES 
BY GRADE LEVEL FOR "RECOGNIZED" AND "RANDOM" 
SECONDARY SCHOOLS IN 1987. 
"Recognized" "Random" 
JH/MS HS JH/MS HS CO 
Tf II c 3 II n = 44 3 II 
Domains and Factors 
Organizational Development 
Organizational Direction 7.9 7.6 7.2 7.2 
Organizational Linkage 7.7 7.6 7.1 7.2 
Organizational Procedures 7.1 7.2 6.8 6.9 
Organizational Environment 
Teacher Relations 7.3 7.4 7.1 7.1 
Student Relations 7.2 7.5 7.0 7.3 
Interactive Processes 7.7 7.6 7.3 7.3 
Affective Processes 7.1 7.1 6.9 6.7 
Educational Program 
Instructional Improvement 7.5 7.3 7.1 7.1 
Curriculum Improvement 7.4 7.2 6.9 6.9 
The research of Valentine and Bowman clearly establish 
findings that the teachers of the recognized schools, 
perceived their principals as more effective than teachers of 
the randomly selected schools. The pattern of differences 
between the perceptions of the teachers surveyed in the study, 
supports the belief that more effective schools are 
administered by more effective principals. 
43 
Summary of Related Literature 
The research reviewed clearly indicated that principals 
do make a difference, for leadership behavior was positively 
associated with school outcomes in each of the effective 
school studies reviewed. The consensus was that effective 
schools have principals who are strong pragmatic leaders who 
set high standards, freguently observe in the classroom, and 
create incentives for learning. 
The research also reviewed, indicated the impact of the 
organizational climate would have on the performance behavior 
of the members of the organization, which is primarily 
determined by its leadership system. A leadership system that 
recognized one's perception of his performance effects his 
perception of the organization for which one works. The 
research reviewed further revealed that knowledge of 
performance in an organization not only affected one's 
perception of that organization, but also served as a 
motivational function when it provided information about 
outcomes associated with rewards. 
CHAPTER III 
THEORETICAL FRAMEWORK 
The purpose of this study is to determine whether there 
are any significant differences between the perceptions of 
teachers of the operational effectiveness of selected school 
learning climate factors, with schools divided into high, 
average, and low one-thirds, based on a standardized 
achievement test. This study is focused on the teachers' 
perceptions of selected school learning factors of their 
schools, and their perceptions of leadership behavior as it 
affects the selected school learning climate factors. The 
attribution theory research provides the framework upon which 
this study rests. Attribution theory is a theory of the 
relationship between person's perception and interpersonal 
behavior. The research of Kelley has suggested that all 
judgements of the type, "Property X Characterizes Entity Y" 
87 
can be viewed as causal attributions. 
Attribution theory is mainly concerned with the cognitive 
process by which the individual interprets behavior as being 
caused by (attributed to) relevant parts of the 
87 
Harold H. Kelley, "The Process of Causal Attribution," 
American Psychologist (February 1973): 107. 
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environment. Attribution theory is supported by the 
research of Mitchell, Larson, and Green, where they 
hypothesized that perception of good performance could lead to 
higher ratios on teacher behavior and situational measures 
than world perceptions of poor good performance (details and 
results of research on p. 34—Survey of the Literature). The 
Attribution Theory is further supported by the research of 
Barry Straw. Straw posited that individuals will use 
knowledge of performance as a cue by which they attributed 
characteristics to themselves, their work groups, and 
organizations (details and results of research on p. 34— 
Survey of Literature) . 
Definition of the Variables of the Study 
The independent variables of this study were: (1) 
Student Achievement groups; (2) Gender; (3) Race, (4) Age; (5) 
Educational Level; (6) Total Years Teaching Experience; and 
(7) Total Year Teaching Experience in the School. The 
dependent variables of this study were Teachers' perceptions 
as identified by their responses to the seven independent 
variables on the School Learning Climate Assessment 
Instrument. 
Independent Variables 
Student Achievement Groups. Student achievement groups 
are defined in this study as: high group, upper one-third; 
“ibid., p. 107. 
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middle group, middle one-third, and lower group, lower one- 
third, as measured on the Iowa Tests of Basic Skills in the 
middle schools and Tests of Achievement and Proficiency in the 
high schools. Achievement is defined as "the amount of 
available information present in an individual which reflects 
89 the degree of success of past learning experiences." 
Educational Level. Educational level is defined in this 
study as a teacher with a four year college degree or a 
graduate degree at a level beyond the four-year college 
degree. 
Total Years Teaching Experience. Total years teaching 
experience is defined in this study as the total number of 
years that a teacher has taught in one or more schools. 
Total Years Teaching Experience in the School. Total 
years teaching experience in the school is defined in this 
study as the total years in the school assigned when the 
students at that school were administered either the Iowa 
Tests of Basic Skills, or the Tests of Achievement Proficiency 
during the 1990-91 school year. 
Dependent Variables 
The dependent variables are defined in this study as the 
teachers' perceptions of the seven independent variables on 
the School Learning Climate Assessment Instrument. (Please 
refer to the Survey of Literature, pages 22-26 for discussion 
89 
J. W. McDaniel and S. G. Garwood, Understanding Children 
(Lexington, Mass.: D.C. Health and Company, 1989). 
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of definitions of the seven school learning climate variables; 
also, please refer to the Survey of Literature, pages 33-35 
for discussion of the definition of perceptions by teachers) . 
Proposed Relationship Between Variables 
The proposed relationship between the independent and 
dependent variables is depicted in the model shown in 
figure 1. The independent variables are: (1) Student 
achievement groups; (2) Gender; (3) Race; (4) Age; (5) 
Educational Level; (6) Total Years Teaching Experience; and 
(7) Total Years Teaching Experience in the School. The 
dependent variables of this study are teachers' perceptions as 
identified by their responses to the seven independent 
variables in the School Learning Climate Assessment 
Instrument. It is posited that the independent variables: 
student achievement groups, gender, race, age, educational 
level, total years teaching experience, and total years 
teaching experience in the school, all have a significant 
relationship to the dependent variables, teachers' perceptions 
as identified by their responses to the seven independent 




Model of the Theoretical Framework for the Proposed 
Relationship Between the Independent Variables 
and the Dependent Variables 
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4 . Age 
5. Educational Level 
6. Total Years 
Teaching Experience 
7. Total Years Teaching 




as identified by their 
responses to the seven 
independent variables 





2. Emphasis on Achievement 
3. Teacher Expectation of 
Students 
4. Evaluation of 
Instructional Program 
5. Safe and Orderly 
Environment 
6. Grouping Practices 
7. Time Devoted to 
Instruction 
Null Hypotheses 
1. There is no significant difference in the perception 
of the factor of administrative leadership 
among the teacher in high, average, and low 
achieving middle schools. 
2. There is no significant difference in the perception 
of the factor of emphasis on student achievement 
among the teachers in high, average, and low 
achieving middle schools. 
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3. There is no significant difference in the 
perception of the factor of higher expectations 
of students among teachers in high, average, and 
low achieving middle schools. 
4. There is no significant difference in the perception 
of the factor of evaluation of the instructional 
program among teachers in high, average, and low 
achieving middle schools. 
5. There is no significant difference in the perception 
of the factor of a safe and orderly environment 
among teachers in high, average, and low achieving 
middle schools. 
6. There is no significant difference in the perception 
of the factor of grouping practices among teachers 
in high, average, and low achieving middle schools. 
7. There is no significant difference in the perception 
of the factor of time devoted to instruction among 
teachers in high, average, and low achieving 
middle schools. 
8. There is no significant difference in the perception 
of the factor of administrative leadership 
among teachers in high, average, and low achieving 
high schools. 
9. There is no significant difference in the perception 
of the factor of emphasis on student achievement 
among teachers in high, average and low achieving 
high schools. 
10. There is no significant difference in the perception 
of the factor of higher expectation of students 
among teachers in high, average, and low achieving 
high schools. 
11. There is no significant difference in the perception 
of the factor of evaluation of the instructional 
program among teachers in high, average, and low 
high schools. 
12. There is no significant difference in the perception 
of the factor of safe and orderly environment among 
teachers in high, average, and low achieving 
high schools. 
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13. There is no significant difference in the perception 
of the factor of grouping practices among teachers 
in high, average, and low achieving high schools. 
14. There is no significant difference in the perception 
of the factor of time devoted for instruction among 
teachers in high, average, and low achieving high 
schools. 
CHAPTER IV 
METHODS AND PROCEDURES 
Design of the Study 
The design for this study was a descriptive survey. This 
study was designed to investigate the impact of achievement 
test scores on teachers' perceptions of selected school 
learning climate factors. It is posited that knowledge of 
performance in an organization affects one's perception of 
that organization. Specifically, this research sought to 
examine the impact of student achievement test scores on 
teachers' perceptions of the school learning climate factors 
of their school, and their perceptions of leadership behavior 
as it affects the school learning climate factors. To assess 
the school learning factors, teachers were administered A 
School Learning Climate Assessment Instrument. The reading 
and mathematics achievement levels were obtained from the 
Department of Research and Evaluation of the Atlanta Public 
Schools System. This information was secured for the 15 




The Population and Sample 
The student population utilized for determining reading 
or mathematics achievement levels was the middle and high 
school students enrolled in the Atlanta Public Schools System 
for the 1990-91 School Year. The population utilized for 
assessing the school learning climate factors was the middle 
and high school teachers in the Atlanta Public Schools System. 
Teachers were selected from an alphabetized list entitled, 
"Atlanta Public Schools Monthly Report of Staff Personnel." 
Each school has a separate report by school of staff 
personnel. Every 5th teacher was selected from each middle 
and high school. Tables 2 and 3 indicate that 76 percent of 
the 316 middle and high school teachers receiving surveys 
forms returned the forms. The number of staff returning 
surveys in each middle school ranged from 10 percent to 100 
percent. The number of staff returning surveys in each high 
school ranged from 48 percent to 100 percent. The subjects 
for this study were randomly selected teachers from the 15 
middle schools and 15 high schools in the Atlanta Public 
Schools System. Each school was identified by a number code 
for the purpose of this study. The number code for middle 
schools ranged from 01 to 15. The number code for high 
schools ranged from 01 to 15. The middle schools were ranked 
by use of the mean reading or mathematics score from the 
standardized achievement test, Iowa Test of Basic Skills. The 
middle schools were ranked from the highest mean reading or 
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mathematics score to the lowest mean reading or mathematics 
score. The high schools were ranked by use of the mean 
reading or mathematics score from the standardized achievement 
test, Test of Achievement and Proficiency. The high schools 
were ranked from the highest mean reading or mathematics score 
to the lowest mean reading or mathematics score. 
Instrumentation 
The School Learning Climate Assessment Instrument (see 
Appendix A) was used to assess teachers' perceptions of 
learning climate factors. The instrument was developed by 
Wilbur Brookover, Lonnie McIntyre, and John Schweitzer of 
Michigan State University, and Edward Slawski of the Pontiac 
Michigan Public Schools. The instrument grew out of the need 
to develop a method for measuring school effectiveness 
following a review of research on characteristics of schools 
associated with student achievement, and the development of a 
school improvement in-service training program.90 
90 
Wilbur Brookover, Lonnie McIntyre, John and Edward 
Slawski, A School Learning Climate Assessment Instrument 
(Lansing Michigan: Michigan State University, 1984), p. 1. 
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TABLE 2 
PERCENT OF TEACHING STAFF RETURNING A SCHOOL LEARNING 












01 10 8 80 
02 8 5 62 
03 10 7 70 
04 10 5 50 
05 5 5 100 
06 10 2 20 
07 11 11 100 
08 9 9 100 
09 11 6 55 
10 5 5 100 
11 9 8 89 
12 8 8 100 
13 9 2 22 
14 9 1 11 
15 4 4 100 
N=15 128 86 67 
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TABLE 3 
PERCENT OF TEACHING STAFF RETURNING A SCHOOL LEARNING 












01 17 15 88 
02 17 11 65 
03 11 8 73 
04 21 10 48 
05 11 10 99 
06 15 15 100 
07 9 9 100 
08 14 13 99 
09 12 10 83 
10 9 8 89 
11 10 10 100 
12 12 12 100 
13 8 7 88 
14 9 6 67 
15 13 9 67 
N=15 188 153 81 
The original validation process for A School Learning 
Climate Assessment Instrument by Brookover was conducted in 
91 . ... 
elementary schools. The first step in validating A School 
Learning Climate Assessment Instrument was to review the 
literature on effective schools and the nature of previously 
developed questionnaires and other methods of assessing school 
learning climate. After a comprehensive review of the 
research and other instruments, the first version of the 
questionnaire was prepared. Because of length, the 
91Ibid. , p. 2. 
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questionnaire was revised and administered to principals and 
teachers in Michigan elementary schools. 
The next step in validating A School Learning Climate 
Assessment Instrument grew out of the Memphis School 
Improvement Project. Drawing from several sources, Dr. John 
Schweitzer added a number of items to those which had been 
previously validated in Michigan schools. In constructing 
this instrument, Dr. Schweitzer was guided by the organization 
factors associated with school achievement developed by Dr. 
Ron Edmonds. These were: (1) Administrative or principal's 
instructional leadership; (2) emphasis on achievement; (3) 
safe and orderly environment; (4) expectations; and (5) use of 
92 
assessment instruments. This expanded instrument was 
administered to teachers and principals in a number of 
predominantly black Memphis elementary schools. Subsequent 
use of the instrument in 20 Memphis schools indicated that 
improvement in climate factors occurred during the period of 
one year in which a change program was being carried out. 
Furthermore, the changes in school learning climate were 
, , , , 93 
associated with changes in the level of school achievement. 
The final step in validating A School Learning Climate 
Assessment Instrument was to determine whether or not the 
items were clearly distinguishable between high and low 
92Ibid. , p. 9 . 
93Ibid. , p. 10 . 
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achieving schools when used by outside observers. To 
accomplish this, items from the revised instrument and from 
the Memphis Project were used. Post-analysis revealed the 
emergence of two new factors: Grouping Practices and Time 
Devoted to Instruction. The final number of variables and 
items associated with each variable identified on A School 
Learning Climate Assessment Instrument for the elementary 
level were: 
1. Administrative or Principal Instructional 
Leadership—this variable is measured by 
items: 15, 21, 22, 23, 24, 27, 28, 38, 
39, 40, 41, 42, 44, 45, 46, and 51. 
2. Emphasis on Achievement—this variable is 
measured by items: 9, 10, 11, 13, 14, 
and 18. 
3. Teacher Expectations of Students—this 
variable is measured by items: 2, 3, 4,5, 
5, 6, and 12. 
4. Evaluation of the Instructional Program— 
this variable is measured by items: 25, 
26, 34, 35, 37, and 39. 
5. Safe and Orderly Environment—this 
variable is measured by items: 20, 29, 30, 
33, 36, 43, 47, 48, 50, and 52. 
6. Grouping Practices--this variable is 
measured by items: 53, 54, 55, and 56. 
7. Time Devoted to Instruction—this 
variable is measured by items: 57, 58, 
59, and 60. 
A School Learning Climate Assessment Instrument was 
validated only in elementary schools. However, in 1988 
94Ibid. , p. 11. 
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Graneze Fretwell validated the assessment instrument for use 
with high schools, as noted in her dissertation study. The 
steps that Graneze Fretwell used in validating A School 
Learning Climate Assessment Instrument at the high school 
level were: (1) An item-to-total test for construct validity; 
and (2) A survey of experts in the area of secondary education 
. . . . 95 
to determine content validity of the instrument. 
The first step in validating A School Learning Climate 
Assessment Instrument at the secondary level was an item-to- 
total test for construct validity. Construct validity 
measures the degree to which scores on a scale have a pattern 
of correlation with other scores or attributes that would be 
predicted by well-established theory.96 Construct validity 
is high when a scale not only correlate with other measures of 
concepts from which it is supposed to be dif ferent .97To 
obtain construct validity for the assessment instrument at the 
secondary level, Fretwell administered the instrument to 45 
non-study high school teachers. The results were then 
correlated using the Pearson r item-to-total test for 
reliability. The degrees of freedom (df) were set at 43, the 
95 , 
Graneze Fretwell, "The Relationship Between Teachers' 
Perceptions of the School Learning Climate, Students' Reading 
and Math Achievement Levels, and the High School Dropout Rate 
in the Atlanta Public Schools" (Ed.D. diss., Clark Atlanta 




level of probability was set at the .05 and the level of 
. 98 
significance was determined to be .3040. 
Each variable was tested discretely to determine whether 
the items identified by Brookover et al. (1984) to measure 
each variable showed significant correlations to those 
. . 99 
variables using a high school sample. Table 4 shows the 
alpha reliability coefficients for each variable as well as 
the items that were deleted from each variable. All items 
that met the .3040 criterion level of significance were 
included in the final administration of the instrument.100 
The final step in validating A School Learning Climate 
Assessment Instrument at the secondary level was the test for 
content validity by six experts in the area of secondary 
education. Content validity refers to the degree to which the 
content of a test matches some objective criterion.101 
98 
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ALPHA RELIABILITY COEFFICIENTS FOR A SCHOOL LEARNING 
CLIMATE ASSESSMENT INSTRUMENT VARIABLES AND ITEMS 
DELETED AS A RESULT OF AN ITEM-TO-TOTAL TEST 
FOR CONSTRUCT VALIDITY 
Alpha Reliability 
Variables Coefficients Items Deleted 
Instructional 
Leadership .8897 #16, #17 
Emphasis on 
Achievement . 5650 #8, #19 
Expectations .7742 #12 
Evaluation of 
the Instruc¬ 
tional Program . 6404 #31, #32 
Safe and 
Orderly 
Environment . 8777 None 
Grouping 
Practices .7008 None 
Time Devoted 
to Instruction . 5699 #57 
n = 45; df = 43; p = 05; level of significance = .3040 
Content validity is usually established by showing a 
comparison between the concepts tested by the test items and 
those covered in the specific project.103 In the validation 




used six experts in the area of secondary education to 
complete a questionnaire. The questionnaire provided an 
operational definition for each variable and asked the experts 
to determine if the items identified with each variable, in 
their opinions, measured the variables they were designed to 
104 . ... 
measure. The results presented in Appendix A indicate 
that the majority of the experts agree that the items did 
measure the variables they were designed to measure. 
The overall results of the validation process of A School 
Learning Climate Assessment Instrument at the secondary level 
show few changes in the instrument from the elementary to the 
secondary level. Most of the items clustered around the 
variables were designed to measure in the item-to-total test 
for construct validity.105 The experts found the content of 
the instrument valid in terms of the items measuring what they 
were designed to measure.106 
The items associated with each school learning climate 
variable for the secondary level are: 
1. Administrative or Principals' Instructional 
Leadership--items 215, 21, 22, 23, 24, 27, 28, 
38, 39, 40, 41, 42, 44, 45, 46, and 51. 
2. Emphasis on Achievement—items 9, 10, 11, 13, 
14 and 18. 
3. Teacher Expectations of Students—items 2, 3, 
4, 5, 6 and 12. 





4 . Evaluation of the Instructional Program—items 
25, 26, 34, 35, 37 and 49. 
5. Safe and Orderly Environment—items 20, 29, 30, 
33, 36, 43, 47, 48, 50 and 52. 
6. Grouping Practices—items 58, 59 and 60. 
7. Time Devoted to Instruction—items 58, 59 
and 60.147 
Data Collection and Procedures 
The procedures for conducting this study were: 
1. Each middle and high school principal 
was given a letter explaining the study 
and the procedure to follow in distributing 
packets to designated teachers at each 
school. Also, each principal received 
packets to distribute to designated 
teachers at the school. 
2 . Designated teachers were given a packet 
by each principal of a middle or high 
school. The packet included a cover 
letter explaining the study, directions 
for completing the questionnaire was 
contained in the cover letter, the 
questionnaire, and a number 2 pencil. 
3 . The reading and mathematics test results 
for the Iowa Test of Basic Skills, and 
Test of Proficiencv and Achievement for 
the 1990-91 school year, were obtained 
from the Department of Research and 
Evaluation of the Atlanta Public Schools 
System. 
107_, 
Ibid., p. 85. 
CHAPTER V 
ANALYSES AND INTERPRETATION OF DATA 
This chapter presents the data obtained from the 
responses of the 145 high school and 89 middle school 
teachers to the School Learning Climate Assessment 
Instrument. The seven factors identified for effective 
schools were used to organize the data and they were 
analyzed by seven independent variables, namely: 
achievement group, gender, race, age, education level, 
experience, and experience in this school. The mean for 
each variable were presented and interpreted based on 
analysis of variance for each factor. The items were 
marked by the respondents using the following scale: 
Strongly Agree = 1 
Agree = 2 
Neither Agree 
nor Disagree = 3 
Disagree = 4 
Strongly Disagree = 5 









1.00 to 1.50 
1.51 to 2.50 
2.51 to 3.50 
3.51 to 4.50 
4.51 to 5.00 
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The differences between groups are analyzed and 
interpreted according to the computed F ratios at the .05 
level of significance. The total number for the variables 
differs because the missing data signal is used in the 
computer program which allows incomplete instruments to be 
used. 
Results of the School Learning Climate Assessment 
Instrument for Middle Schools 
The results for middle schools are presented in tables 
5 through 11. The seven independent variables—school 
achievement group, gender, race, age, education level, 
years of experience, and years of experience in this school 
are presented and interpreted for each component of the 
School Learning Climate Assessment Instrument. 
Results of the middle school teachers' responses to 
the components of the School Learning Climate Assessment 
Instrument can be found in the following tables: table 5, 
page 70, Administrative or Principal Instructional 
Leadership; table 6, page 75, Emphasis on Achievement; 
table 7, page 81, Teacher Expectations of Students; table 
8, page 89, Evaluation of the Instructional Program; table 
9, page 93, Safe and Orderly Environment; table 10, page 
98, Grouping Practices; and table 11, page 104, Time 
Devoted to Instruction. 
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Results of the School Learning Climate Assessment 
Instrument for High Schools 
The results for high schools are presented in tables 
12 through 18. The seven independent variables—school 
achievement group, gender, race, age, education level, 
years of experience, and years of experience in this school 
are presented and interpreted for each component of the 
School Learning Climate Assessment Instrument. 
Results of the high school teachers' responses to the 
components of the School Learning Climate Assessment 
Instrument can be found in the following tables: table 12, 
page 110, Administrative or Principal Instructional 
Leadership; table 13, page 116, Emphasis on Achievement; 
table 14, page 121, Teacher Expectations of Students; table 
15, page 126, Evaluation of the Instructional Program; 
table 16, page 131, Safe and Orderly Environment; table 17, 
page 136, Grouping Practices; and table 18, page 141, Time 
Devoted to Instruction. 
Results of the School Learning Climate Assessment 
Instrument for Middle Schools 
The results for the responses of the 89 middle school 
teachers on the School Learning Assessment Instrument are 
presented in tables 5 through 11 and the paragraphs which 
follow. The seven independent variables—school 
achievement group, gender, race, age, education level, 
years of experience, and years of experience in this 
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school, are presented and interpreted for each of the seven 
components of the School Learning Assessment Instrument. 
Results on the School Learning Climate Assessment 
Instrument: Administrative or Principal 
Instructional Leadership Component 
The results on the School Learning Climate Assessment 
Instrument: Administrative or Principal Instructional 
Leadership component for middle school teachers are 
presented in table 5, page 71. 
School Achievement Group 
Means 
These data in table 5 showed that the mean for the 
high achieving middle schools was 2.50, for average 
achieving middle schools it was 2.38, and for low achieving 
middle schools it was 2.44. 
These data showed further that high achieving middle 
school teachers rated agreed, average middle school 
teachers rated agreed, and low achieving middle school 
teachers rated agreed on this component. 
"F" Ratio 
The "f" ratio for these data was .356 which was 
not statistically significant at the .05 level of 
significance with 2/73 degrees of freedom. 
Gender 
Means 
The mean for male middle school teacher was 2.36 and 
the mean for female middle school teachers was 2.46. Male 
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teachers rated agreed and female middle school teachers 
rated agreed on this component. 
"F" Ratio 
The "f" ratio of .305 was not statistically 
significant at the .05 level of significance and 1/73 
degrees of freedom. 
Race 
These data in table 5 on the middle school teachers' 
perceptions of administrative or principal instructional 
leadership component showed the mean for black middle 
school teachers was 2.36, for white middle school teachers 
it was 2.28, for hispanic middle school teacher it was 
2.13, and for other middle school teachers it was 2.63. 
These data showed further that black middle school 
teachers agreed, white middle school teachers were neutral, 
hispanic middle school teachers agreed, and other middle 
school teachers were neutral on this component. 
"F" Ratio 
The "f" ratio for these data was 1.644 which was not 
statistically significant at the .05 level of significance 
with 3/71 degrees of freedom. 
Age 
Means 
These data from the School Learning Climate Assessment 
Instrument: Administrative or Principal Instructional 
Leadership component (see table 1) revealed that the mean 
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for middle school teachers 21-30 years of age was 2.38, for 
ages 31-40 years it was 2.47, for 41-50 years of age it was 
2.51, and for middle school teachers over 50 years of age 
it was 2.38. 
Middle school teachers ages 21-30 agreed, ages 31-40 
agreed, ages 41-50 were neutral, and middle school teachers 
over 50 years of age agreed on this component. 
"F" Ratio 
The "f" ratio of .138 was not statistically 
significant at the .05 level of significance with 3/73 
degrees of freedom. 
Education Level 
Mean 
These data from the School Learning Climate Assessment 
Instrument administrative or principal instructional 
leadership component (see table 5) showed that middle 
school teachers with T-4 certification had a mean of 2.34, 
middle school teachers with T-5 certification had a mean of 
2.53, middle school teachers with T-6 certification had a 
mean of 2.35, and middle school teachers with T-7 
certification had a mean of 2.3. 
These data showed that middle school teachers with T-4 
certification agreed, middle school teachers with T-5 
certification were neutral, middle school teachers with T-6 
certification agreed, and middle school teachers with T-7 
certification agreed on this component. 
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"F"Ratio 
The "f" ratio for these data was 2.190 which was not 
statistically significant at the .05 level of significance 
with 3/73 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: administrative or principal instructional 
leadership component (see table 5) revealed that middle 
school teachers with 1-5 years of teaching experience had 
a mean of 2.42, middle school teachers with 6-10 years of 
teaching experience had a mean of 2.77, middle school 
teachers with 11-15 years of teaching experience had a mean 
of 2.46, and middle school teachers with more than 15 years 
of teaching experience had a mean of 2.38. 
These data revealed further that middle school 
teachers with 1-5 years of teaching experience rated agreed 
on this component, middle school teachers with 6-10 years 
of teaching experience rated neutral, middle school 
teachers with 11-15 years of teaching experience rated 
agreed, and teachers with over 15 years of teaching 
experience rated agreed on this component. 
"F" Ratio 
The "f" ratio of 1.308 was not statistically 
significant at the .05 level of significance with 3/73 
degrees of freedom. 
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Years of Teaching in this School 
Data on the School Learning Assessment Instrument: 
Administrative or Principal Instructional Leadership 
component (see table 1) indicated that the mean for middle 
school teachers with 1-5 years of experience in their 
current school was 2.47, for teachers with 6-10 years it 
was 2.49, for teachers with 11-15 years the mean was 2.42, 
and for teachers with more than 15 years in their current 
school the mean was 2.44. 
"F" Ratio 
The "f" ratio of .245 was not statistically 
significant at the .05 level of significance with 3/73 
degrees of freedom. 
TABLE 5 
ARRAY OF MEANS AND F RATIOS FOR MIDDLE SCHOOL 
TEACHERS' RESPONSES ON THE SCHOOL LEARNING 
CLIMATE ASSESSMENT INSTRUMENT: 
ADMINISTRATIVE OR PRINCIPAL 
INSTRUCTIONAL LEADERSHIP 




Total 76 2.43 .356 .702 
High 26 2.50 
Average 30 2.33 
Low 20 2.44 
Gender 
Total 75 2.43 .305 .738 
Male 20 2.36 
Female 55 2.46 
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Table 5--Continued 
Number Mean F Significance 
of F 
Race 
Total 75 2.44 1.644 .187 
Black 54 2.36 
White 18 2.68 
Hispanic 1 2.13 
Other 2 2.63 
Age 
Total 77 2.46 .138 .937 
21-30 years 6 2.38 
31-40 years 22 2.47 
41-50 years 33 2.51 
Over 50 years 16 2.38 
Education Level 
Total 77 2.46 2.190 .066 
T-4 38 2.34 
T - 5 32 2.53 
T-6 3 3.35 
T-7 4 2.39 
Experience 
Total 77 2.46 1.308 .279 
1-5 year 9 2.42 
6-10 years 12 2.77 
11-15 years 16 2.46 
Over 15 years 40 2.38 
Experience in this School 
Total 77 2.46 .245 .941 
1-5 years 47 2.47 
6-10 years 10 2.49 
11-15 years 9 2.42 
Over 15 years 11 2.44 
Results on the School Learning Climate Assessment 
Instrument : Emphasis on Achievement 
The results on the School Learnina Climate 
Assessment Instrument : Administrative or Principal 
Instructional Leadership component for middle school 
teachers are presented in table 6, page 76. 
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School Achievement Group 
Mean 
These data in table 6 showed that the mean for the 
high achieving middle schools was 2.26, for average 
achieving middle schools it was 2.22, and for low achieving 
middle schools it was 2.18. 
These data showed further that all groups rated agreed 
on this component. 
"F" Ratio 
The "f" ratio for these data was .201 which was not 
statistically significant at the .05 level of significance 
with 2/79 degrees of freedom. 
Gender 
Mean 
The mean for male middle school teachers was 2.20 and 
the mean for female middle school teachers was 2.23. Male 
middle school teachers and female middle school teachers 
rated agreed in their perceptions of this component. 
"F" Ratio 
The "f" ratio of .078 was not statistically 
significant at the .05 level of significance and 1/79 
degrees of freedom. 
Race 
These data in table 6 on the middle school teachers' 
perceptions of the Emphasis on Achievement component showed 
the mean for black middle school teachers was 2.18, for 
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white middle school teachers it was 2.32, for hispanic 
middle school teachers it was 2.33, and for other middle 
school teachers it was 2.44. 
These data showed further that all groups rated agreed 
on this component. 
"F" Ratio 
The "f" ratio for these data was .769 which was not 
statistically significant at the .05 level of significance 
with 3/77 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 6) 
revealed that the mean for middle school teachers 21-30 
years of age was 2.14, for ages 31-40 years it was 2.31, 
for 41-50 years of age it was 2.17, and for middle school 
teachers over 50 years of age it was 2.30. 
All groups rated agreed on this component. 
"F" Ratio 
The "f" ratio of .743 was not statistically 
significant at the .05 level of significance with 3/79 
degrees of freedom. 
Education Level 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 6) 
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showed that middle school teachers with T-4 certification 
had a mean of 2.15, middle school teachers with T-5 
certification had a mean of 2.29, middle school teachers 
with T-6 certification had a mean of 2.56, and middle 
school teachers with T-7 certification had a mean of 2.50. 
These data showed that middle school teachers with T- 
4, T-5, and T-7 certification rated agreed, while middle 
school teachers with T-6 certification rated neutral on 
this component. 
,,F"Ratio 
The "f" ratio for these data was 1.914 which was not 
statistically significant at the .05 level of significance 
with 3/79 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 6) 
revealed that middle school teachers with 1-5 years of 
teaching experience had a mean of 2.30, middle school 
teachers with 6-10 years of teaching experience had a mean 
of 2.39, middle school teachers with 11-15 years of 
teaching experience had a mean of 2.09, and middle school 
teachers with more than 15 years of teaching experience had 
a mean of 2.23. 
These data revealed further that all groups rated 
agreed on this component. 
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"F” Ratio 
The "f" ratio of 1.500 was not statistically 
significant at the .05 level of significance with 3/79 
degrees of freedom. 
Years of Teaching Experience in this School 
Data on the School Learning Assessment Instrument: 
Emphasis on Achievement component (see table 6) indicated 
that the mean for middle school teachers with 1-5 years of 
experience in their current school was 2.24, for teachers 
with 6-10 years it was 2.15, for teachers with 11-15 years 
the mean was 2.25, and for teachers with more than 15 years 
in their current school the mean was 2.27. 
"F" Ratio 
The "f" ratio of .211 was not statistically 
significant at the .05 level of significance with 3/78 
degrees of freedom. 
TABLE 6 
ARRAY OF MEANS AND F RATIOS FOR MIDDLE SCHOOL TEACHERS' 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: EMPHASIS ON ACHIEVEMENT 




Total 82 2.22 .201 .819 
High 28 2.26 
Average 32 2.22 
Low 22 2.18 
Gender 
Total 81 2.22 .078 .925 
Male 21 2.20 
Female 60 2.23 
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Table 6--Continued 
Number Mean F Significance 
of F 
Race 
Total 81 2.22 .769 .515 
Black 59 2.20 
White 18 2.23 
Hispanic 1 2.22 
Other 3 2.18 
Age 
Total 83 2.24 .743 .530 
21-30 years 6 2.14 
31-40 years 25 2.31 
41-50 years 36 2.17 
Over 50 years 16 2.30 
Education Level 
Total 83 2.24 1.914 .135 
T - 4 42 2.15 
T-5 34 2.29 
T-6 3 2.56 
T-7 4 2.50 
Experience 
Total 83 2.24 1.500 .222 
1-5 years 9 2.30 
6-10 years 15 2.39 
11-15 years 17 2.09 
Over 15 years 42 2.23 
Experience in 
this School 
Total 82 2.24 .211 .889 
1-5 years 50 2.24 
6-10 years 11 2.15 
11-15 years 10 2.25 
Over 15 years 11 2.27 
Results on the School Learning Climate Assessment 
Instrument: Teacher Expectation of Students 
The results on the School Learnincr Climate Assessment 
Instrument: Teacher Expectation of Students component for 
middle school teachers are presented in table 7, page 82. 
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School Achievement Group 
Mean 
These data in table 7 showed that the mean for the 
high achieving middle schools was 2.52, for average 
achieving middle schools it was 2.91, and for low achieving 
middle schools it was 3.27. 
These data showed further that high achieving middle 
school teachers rated agreed, average middle school 
teachers rated neutral, and low achieving middle school 
teachers rated neutral on this component. 
"F" Ratio 
The "f" ratio for these data was 10.115 which was 
statistically significant at the .05 level of significance 
with 2/79 degrees of freedom. 
The Scheffe multiple ranges test showed that teachers 
in high achieving middle schools were significantly high in 
their perceptions of teacher expectation of students than 
teachers in average achieving middle schools who were 
significantly higher in their perceptions on this component 
than teachers in low achieving middle schools. 
Gender 
Mean 
The mean for male middle school teachers was 2.79 and 
the mean for female middle school teachers was 2.89. 




The "f" ratio of .310 was not statistically 
significant at the .05 level of significance and 1/79 
degrees of freedom. 
Race 
Mean 
These data in table 7 on the middle school teachers' 
perceptions of the Teacher Expectation of Students 
component showed the mean for black middle school teachers 
was 2.95, for white middle school teachers it was 2.56, for 
Hispanic middle school teachers it was 2.67, and for other 
middle school teachers it was 3.06. 
These data showed further that all groups rated 
neutral on this component. 
"F" Ratio 
The "f" ratio for these data was .584 which was not 
statistically significant at the .05 level of significance 
with 3/77 degrees of freedom. 
Age 
Means 
These data from the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 7) 
revealed that the mean for middle school teachers 21-30 
years of age was 2.75, for ages 31-40 years it was 3.05, 
for 41-50 years of age it was 2.83, and for middle school 
teachers over 50 years of age it was 2.85. 
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All groups were neutral in their rating of this 
component. 
"F" Ratio 
The "f" ratio of .834 was not statistically 
significant at the .05 level of significance with 3/79 
degrees of freedom. 
Education Level 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Teacher Expectations of Students (see table 7) 
showed that middle school teachers with T-4 certification 
had a mean of 2.86, middle school teachers with T-5 
certification had a mean of 2.87, middle school teachers 
with T-6 certification had a mean of 3.78, and middle 
school teachers with T-7 certification had a mean of 2.79. 
These data showed that middle school teachers with T- 
4, T-5, and T-7 certification rated the component neutral, 
with T-6 certification rated disagreed on this component. 
"F" Ratio 
The "f" ratio for these data was 1.914 which was not 
statistically significant at the .05 level of significance 
with 3/79 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Teacher Expectations of Students (see table 7) 
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revealed that middle school teachers with 1-5 years of 
teaching experience had a mean of 2.74, middle school 
teachers with 6-10 years of teaching experience had a mean 
of 3.10 middle school teachers with 11-15 years of 
teaching experience had a mean of 2.68, and middle school 
teachers with more than 15 years of teaching experience had 
a mean of 2.84. 
These data revealed further that all groups rated 
neutral on this component. 
"F" Ratio 
The "f" ratio of .764 was not statistically 
significant at the .05 level of significance with 3/79 
degrees of freedom. 
Years of Teaching Experience in this School 
Mean 
Data on the School Learning Assessment Instrument: 
Teacher Expectation of Students (see table 7) indicated 
that the mean for middle school teachers with 1-5 years of 
experience in their current school was 3.00, for teachers 
with 6-10 years it was 2.47, for teachers with 11-15 years 
the mean was 2.72, and for teachers with more than 15 years 
in their current school the mean was 3.08. 
These data further revealed that the middle school 
teachers with 6-10 years of experience in their current 
school rated agreed on this component, all other groups 
rated neutral on this component. 
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"F" Ratio 
The "f" ratio of .902 was not statistically 
significant at the .05 level of significance with 3/78 
degrees of freedom. 
TABLE 7 
ARRAY OF MEANS AND F RATIOS FOR MIDDLE SCHOOL TEACHERS' 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 





Total 82 2.87 
High 28 2.52 
Average 33 2.91 
Low 22 3.27 
Gender 
Total 81 2.87 
Male 21 2.79 
Female 60 2.89 
Race 
Total 81 2.86 
Black 59 2.95 
White 18 2.56 
Hispanic 1 2.67 
Other 3 3.06 
Age 
Total 83 2.90 
21-30 years 6 2.75 
31-40 years 25 3.05 
41-50 years 36 2.83 






.834 . 480 
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Table 7—Continued 
Number Mean F Significance 
of F 
Education Level 
Total 83 2.90 1.614 .194 
T-4 42 2.86 
T-5 34 2.87 
T-6 3 3.78 
T—7 4 2.79 
Experience 
Total 83 2.90 .764 .518 
1-5 years 9 2.74 
6-10 years 15 3.10 
11-15 years 17 2.68 
Over 15 years 42 2.84 
Experience in 
this School 
Total 82 2.90 .902 .445 
1-5 years 50 3.00 
6-10 years 11 2.47 
11-15 years 10 2.72 
Over 15 years 11 3.08 
*Statistically significant. 
Results on the School Learning Climate Assessment 
Instrument: Evaluation of Instructional Program 
The results on the School Learning Climate Assessment 
Instrument: Evaluation of the Instructional Program 
component for middle school teachers are presented in table 
8, page 88. 
School Achievement Group 
Mean 
These data in table 8 showed that the mean for the 
high achieving middle schools was 2.27, for average 
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achieving middle schools it was 2.27, and for low achieving 
middle schools it was 2.25. 
These data showed further that all groups rated agreed 
on this component. 
"F" Ratio 
The "f" ratio for these data was .007 which was not 
statistically significant at the .05 level of significance 
with 2/79 degrees of freedom. 
Gender 
Mean 
The mean for male middle school teachers was 2.25 and 
the mean for female middle school teachers was 2.26. Both 
male and female teachers rated agreed on this component. 
"F" Ratio 
The "f" ratio of .246 was not statistically 
significant at the .05 level of significance and 1/79 
degrees of freedom. 
Race 
Mean 
These data in table 8 on the middle school teachers' 
perceptions of the Evaluation of the Instructional Program 
component showed the mean for black middle school teachers 
was 2.23, for white middle school teachers it was 2.41, for 
Hispanic middle school teachers it was 2.00, and for other 
middle school teachers it was 2.28. 
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These data showed further that all groups rated agreed 
on this component. 
"F" Ratio 
The "f" ratio for these data was .545 which was not 
statistically significant at the .05 level of significance 
with 3/77 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Evaluation of the Instructional Program 
component (see table 8) revealed that the mean for middle 
school teachers 21-30 years of age was 2.36, for ages 31-40 
years it was 2.37, for 41-50 years of age it was 2.30, and 
for middle school teachers over 50 years of age it was 
2.11. 
Middle school teachers ages 21-30 years rated agreed, 
ages 31-40 years rated agreed, ages 41-50 years rated 
agreed, and middle school teachers over 50 years of age 
rated agreed on this component. 
"F" Ratio 
The "f" ratio of .579 was not statistically 
significant at the .05 level of significance with 3/79 




These data from the School Learning Climate Assessment 
Instrument: Evaluation of the Instructional Program 
component (see table 8) showed that middle school teachers 
with T-4 certification had a mean of 2.21, middle school 
teachers with T-5 certification had a mean of 2.34, middle 
school teachers with T-6 certification had a mean of 2.94, 
and middle school teachers with T-7 certification had a 
mean of 2.21. 
These data showed that middle school teachers with T-4 
certification rated agreed, middle school teachers with T-5 
certification rated agreed, middle school teachers with T-6 
certification rated neutral, and middle school teachers 
with T-7 certification rated agreed on this component. 
llF"Ratio 
The "f" ratio for these data was 1.707 which was not 
statistically significant at the .05 level of significance 
with 3/79 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Evaluation of the Instructional Program (see 
table 8) revealed that middle school teachers with 1-5 
years of teaching experience had a mean of 2.28, middle 
school teachers with 6-10 years of teaching experience had 
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a mean of 2.66 middle school teachers with 11-15 years of 
teaching experience had a mean of 2.22, and middle school 
teachers with more than 15 years of teaching experience had 
a mean of 2.19. 
These data revealed further that middle school 
teachers with 1-5 years of teaching experience rated agreed 
on this component, middle school teachers with 6-10 years 
of teaching experience rated neutral, middle school 
teachers with 11-15 years of teaching experience rated 
agreed, and teachers with over 15 years of teaching 
experience rated agreed on this component. 
"F" Ratio 
The "f" ratio of 2.370 was not statistically 
significant at the .05 level of significance with 3/79 
degrees of freedom. 
Years of Teaching Experience in this School 
Mean 
Data on the School Learning Assessment Instrument: 
Evaluation of the Instructional Program component (see 
table 8) indicated that the mean for middle school teachers 
with 1-5 years of experience in their current school was 
2.31, for teachers with 6-10 years it was 2.35, for 
teachers with 11-15 years the mean was 2.28, and for 
teachers with more than 15 years in their current school 
the mean was 2.20. 
87 
These data further revealed that all groups rated 
agreed on this component. 
"F" Ratio 
The "f" ratio of .142 was not statistically 
significant at the .05 level of significance with 3/78 
degrees of freedom. 
TABLE 8 
ARRAY OF MEANS AND F RATIOS FOR MIDDLE SCHOOL TEACHERS' 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 





Total 82 2.26 
High 28 2.27 
Average 32 2.27 
Low 22 2.25 
Gender 
Total 81 2.26 
Male 21 2.25 
Female 60 2.26 
Race 
Total 81 2.27 
Black 59 2.23 
White 18 2.41 
Hispanic 1 2.00 
Other 3 2.28 
Age 
Total 83 2.29 
21-30 years 6 2.36 
31-40 years 25 2.37 
41-50 years 36 2.30 









Number Mean F Sianificance 
of F 
Education Level 
Total 83 2.29 1.707 .173 
T-4 42 2.21 
T-5 34 2.34 
T-6 3 3.94 
T-7 4 2.21 
Experience 
Total 83 2.29 2.370 .078 
1-5 years 9 2.28 
6-10 years 15 2.66 
11-15 years 17 2.22 
Over 15 years 42 2.19 
Experience in 
this School 
Total 82 2.30 .142 .934 
1-5 years 50 2.31 
6-10 years 11 2.35 
11-15 years 10 2.28 
Over 15 years 11 2.20 
Results on the School Learning Climate Assessment 
Instrument: Safe and Orderly Conduct 
The results on the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment component for 
middle school teachers are presented in table 9, page 93. 
School Achievement Group 
Mean 
These data in table 9 showed that the mean for the 
high achieving middle schools was 2.38, for average 
achieving middle schools it was 2.86, and for low achieving 
middle schools it was 3.04. 
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These data showed further that high achieving middle 
school teachers rated this component agreed, average middle 
school teachers rated this component neutral, and low 
achieving middle schools teachers rated neutral on this 
component. 
"F" Ratio 
The "f" ratio for these data was 5.740 which was 
statistically significant at the .05 level of significance 
with 2/77 degrees of freedom. 
The Scheffe Multiple Range Test showed further that 
the high achieving middle school teacher differed 
significantly from the low achieving middle school teacher 
on this component. Thus, teachers in high achieving 
schools perceived their schools as being safer and more 
orderly than teachers in low achieving schools. 
Gender 
Mean 
The mean for male middle school teachers was 2.63 and 
the mean for female middle school teachers was 2.78. Both 
male and female teachers rated this component neutral. 
"F" Ratio 
The "f" ratio of .279 was not statistically 
significant at the .05 level of significance and 1/78 




These data in table 9 on the middle school teachers' 
perceptions of Safe and Orderly Environment component 
showed the mean for black middle school teachers was 2.71, 
for white middle school teachers it was 2.77, for Hispanic 
middle school teachers it was 2.20, and for other middle 
school teachers it was 3.27. 
These data showed further that black middle school 
teachers rated this component neutral, white middle school 
teachers rated this component neutral, Hispanic middle 
school teachers rated this component agreed, and other 
middle school teachers rated this component neutral. 
"F" Ratio 
The "f" ratio for these data was .654 which was not 
statistically significant at the .05 level of significance 
with 3/76 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment component (see 
table 9) revealed that the mean for middle school teachers 
21-30 years of age was 2.98, for ages 31-40 years it was 
2.68, for 41-50 years of age it was 2.78, and for middle 
school teachers over 50 years of age it was 2.71. 
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All groups rated this component neutral. 
"F” Ratio 
The "f" ratio of 1.418 was not statistically 
significant at the .05 level of significance with 3/78 
degrees of freedom. 
Education Level 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment component (see 
table 9) showed that middle school teachers with T-4 
certification had a mean of 2.75, middle school teachers 
with T-5 certification had a mean of 2.68, middle school 
teachers with T-6 certification had a mean of 3.97, and 
middle school teachers with T-7 certification had a mean of 
2.35. 
These data showed that middle school teachers with T-4 
certification rated this component neutral, middle school 
teachers with T-5 certification rated this component 
neutral, middle school teachers with T-6 certification 
rated disagreed on this component, and middle school 
teachers with T-7 certification rated agreed on this 
component. 
llF"Ratio 
The "f" ratio for these data was 2.664 which was not 
statistically significant at the .05 level of significance 
with 3/78 degrees of freedom. 
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Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument : Safe and Orderly Environment component (see 
table 9) revealed that middle school teachers with 1-5 
years of teaching experience had a mean of 2.78, middle 
school teachers with 6-10 years of teaching experience had 
a mean of 3.02 middle school teachers with 11-15 years of 
teaching experience had a mean of 2.51, and middle school 
teachers with more than 15 years of teaching experience had 
a mean of 2.74. 
All groups rated this component neutral. 
F" Ratio 
The "f" ratio of .732 was not statistically 
significant at the .05 level of significance with 3/78 
degrees of freedom. 
Years of Teaching Experience in this School 
Mean 
Data on the School Learning Assessment Instrument: 
Safe and Orderly Environment component (see table 9) 
indicated that the mean for middle school teachers with 1-5 
years of experience in their current school was 2.86, for 
teachers with 6-10 years it was 2.43, for teachers with 11- 
15 years the mean was 2.88, and for teachers with more than 
15 years in their current school the mean was 2.53. 
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These data further revealed that the middle school 
teachers with 1-5 years rated neutral on this component, 
those with 11-15 years of experience in their current 
school rated neutral on this component, and those with more 
than 15 years of experience rated neutral on this 
component. 
"F" Ratio 
The "f" ratio of 1.026 was not statistically 
significant at the .05 level of significance with 3/77 
degrees of freedom. 
TABLE 9 
ARRAY OF MEANS AND F RATIOS FOR MIDDLE SCHOOL TEACHERS' 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: SAFE AND ORDERLY ENVIRONMENT 




Total 80 2.74 5.740 .005* 
High 28 2.38 
Average 31 2.86 
Low 21 3.04 
Gender 
Total 80 2.74 . 279 .599 
Male 21 2.63 
Female 60 2.78 
Race 
Total 80 2.74 . 654 . 583 
Black 58 2.71 
White 18 2.77 
Hispanic 1 2.20 
Other 3 3.27 
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Table 9—Continued 
Number Mean F Significance 
of F 
Age 
Total 82 2.75 1.418 .185 
21-30 years 6 2.98 
31-40 years 25 2.68 
41-50 years 35 2.78 
Over 50 years 16 2.71 
Education Level 
Total 82 2.75 2.664 .060 
T-4 42 2.75 
T—5 34 2.68 
T—6 3 3.97 
T-7 4 2.35 
Experience 
Experience 
Total 82 2.75 .732 .536 
1-5 years 9 2.78 
6-10 years 15 3.02 
11-15 years 17 2.51 
Over 15 years 42 2.74 2.76 1.026 
years 50 2.86 
Experience in 
this School 
Total 81 2.76 1.026 .386 
6-10 years 11 2.43 
11-15 years 10 2.88 
Over 15 years 11 2.53 
*Statistically significant. 
Results on the School Learning Climate Assessment 
Instrument: Grouping Practices 
The results on the School Learning Climate Assessment 
Instrument: Grouping Practices component for middle school 
teachers are presented in table 10, page 99. 
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School Achievement Group 
Mean 
These data in table 10 showed that the mean for the 
high achieving middle schools was 2.77, for average 
achieving middle schools it was 2.50, and for low achieving 
middle schools it was 3.23. 
These data showed further that high achieving middle 
school teachers rated neutral, average middle school 
teachers rated agreed, and low achieving middle schools 
teachers rated neutral on this component. 
"F" Ratio 
The "f" ratio for these data was 3.677 which was 
statistically significant at the .05 level of significance 
with 2/76 degrees of freedom. 
The Scheffe Multiple Range Test indicated that 
teachers in average achieving middle schools were 
significantly more positive about this grouping practice in 




The mean for male middle school teacher was 2.93 and 
the mean for female middle school teachers was 2.73. Both 
male and female teachers rated this component neutral. 
"F" Ratio 
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The "f" ratio of .638 was not statistically 
significant at the .05 level of significance and 1/77 
degrees of freedom. 
Race 
Mean 
These data in table 10 on the middle school teachers' 
perceptions of the Grouping Practices component showed the 
mean for black middle school teachers was 2.80, for white 
middle school teachers it was 2.99, for Hispanic middle 
school teachers it was 2.50, and for other middle school 
teachers it was 2.00. 
These data showed further that black middle school 
teachers rated this component neutral, white middle school 
teachers rated this component neutral, Hispanic middle 
school teachers rated this component agreed, and other 
middle school teachers rated this component agreed. 
"F" Ratio 
The "f" ratio for these data was .806 which was not 
statistically significant at the .05 level of significance 
with 3/75 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Grouping Practices component (see table 10) 
revealed that the mean for middle school teachers 21-30 
years of age was 2.75, for ages 31-40 years it was 2.99, 
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for 41-50 years of age it was 2.67, and for middle school 
teachers over 50 years of age it was 2.88. 
All groups rated this component neutral. 
"F11 Ratio 
The "f" ratio of .598 was not statistically 
significant at the .05 level of significance with 3/77 
degrees of freedom. 
Education Level 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Grouping Practices component (see table 10) 
showed that middle school teachers with T-4 certification 
had a mean of 2.89, middle school teachers with T-5 
certification had a mean of 2.66, middle school teachers 
with T-6 certification had a mean of 3.33, and middle 
school teachers with T-7 certification had a mean of 2.81. 
All groups rated this component neutral. 
"F"Ratio 
The "f" ratio for these data was .752 which was not 
statistically significant at the .05 level of significance 
with 3/77 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument : Grouping Practices component (see table 10) 
revealed that middle school teachers with 1-5 years of 
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teaching experience had a mean of 2.92, middle school 
teachers with 6-10 years of teaching experience had a mean 
of 3.07, middle school teachers with 11-15 years of 
teaching experience had a mean of 2.92, and middle school 
teachers with more than 15 years of teaching experience had 
a mean of 2.65. 
All groups rated this component neutral. 
F" Ratio 
The "f" ratio of .939 was not statistically 
significant at the .05 level of significance with 3/77 
degrees of freedom. 
Years of Teaching Experience in this School 
Mean 
Data on the School Learning Assessment Instrument: 
Grouping Practices component (see table 10) indicated that 
the mean for middle school teachers with 1-5 years of 
experience in their current school was 2.79, for teachers 
with 6-10 years it was 3.05, for teachers with 11-15 years 
the mean was 2.86, and for teachers with more than 15 years 
in their current school the mean was 2.75. 
All groups rated this component neutral. 
"F" Ratio 
The "f" ratio of .626 was not statistically 
significant at the .05 level of significance with 3/76 
degrees of freedom. 
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TABLE 10 
ARRAY OF MEANS AND F RATIOS FOR MIDDLE SCHOOL TEACHERS' 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: GROUP PRACTICES 




Total 79 2.78 3.677 . 030* 
High 27 2.77 
Average 31 2.50 
Low 21 3.23 
Gender 
Total 79 2.78 . 638 .427 
Male 21 2.93 
Female 58 2.73 
Experience in 
this School 
Total 80 2.82 .626 . 600 
1-5 years 50 2.79 
6-10 years 10 3.05 
11-15 years 9 2.86 
Over 15 years 11 2.75 
Race 
Total 79 2.81 .806 .4501 
Black 57 2.80 
White 18 2.99 
Hispanic 1 2.50 
Other 3 2.00 
Age 
Total 81 2.81 . 598 .618 
21-30 years 6 2.75 
31-40 years 24 2.99 
41-50 years 35 2.67 
Over 50 years 16 2.88 
Education Level 
Total 81 2.81 .752 .525 
T—4 42 2.89 
T-5 32 2.66 
T-6 3 3.33 
T—7 4 2.81 
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Table 10—Continued 
Number Mean F Significance 
of F 
Experience 
Total 81 2.81 .939 .426 
1-5 years 9 2.92 
6-10 years 15 3.07 
11-15 years 16 2.92 
Over 15 years 41 2.65 
♦Statistically significant. 
Results on the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction 
The results on the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction component for 
middle school teachers are presented in table 11, page 104. 
School Achievement Group 
Mean 
These data in table 11 showed that the mean for the 
high achieving middle schools was 2.62, for average 
achieving middle schools it was 2.85, and for low achieving 
middle schools it was 3.10. 
These data showed further that all groups rated this 
component neutral. 
"F" Ratio 
The " f" ratio for these data was 4.019 which was 
statistically significant at the .05 level of significance 
with 2/78 degrees of freedom. 
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The Scheffe Multiple Range Test indicated that 
teachers in average achieving middle schools were 
significantly more positive about this grouping practice in 




The mean for male middle school teachers was 2.81 and 
the mean for female middle school teachers was 2.85. Both 
male and female teachers rated this component neutral. 
"F" Ratio 
The "f" ratio of .015 was not statistically 
significant at the .05 level of significance and 1/78 
degrees of freedom. 
Race 
Mean 
These data in table 11 on the middle school teachers' 
perceptions of the Time Devoted to Instruction component 
showed the mean for black middle school teachers was 2.78, 
for white middle school teachers it was 2.91, for Hispanic 
middle school teachers it was 3.00, and for other middle 
school teachers it was 3.50. 
All groups rated this component neutral. 
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"F" Ratio 
The "f" ratio for these data was 1.652 which was not 
statistically significant at the .05 level of significance 
with 3/76 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction component (see 
table 11) revealed that the mean for middle school teachers 
21-30 years of age was 2.60, for ages 31-40 years it was 
2.92, for 41-50 years of age it was 2.85, and for middle 
school teachers over 50 years of age it was 2.83. 
All groups rated this component neutral. 
"F" Ratio 
The "f" ratio of .531 was not statistically 
significant at the .05 level of significance with 3/78 
degrees of freedom. 
Education Level 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction component (see 
table 11) showed that middle school teachers with T-4 
certification had a mean of 2.77, middle school teachers 
with T-5 certification had a mean of 2.92, middle school 
teachers with T-6 certification had a mean of 2.67, and 
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middle school teachers with T-7 certification had a mean of 
2.56. 
These data showed that middle school teachers with T-4 
certification rated this component neutral, middle school 
teachers with T-5 certification rated this component 
neutral, middle school teachers with T-6 certification 
rated this component neutral, and middle school teachers 
with T-7 certification rated this component neutral on this 
component. 
"F'^atio 
The "f" ratio for these data was 1.905 which was not 
statistically significant at the .05 level of significance 
with 3/78 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument : Time Devoted to Instruction component (see 
table 11) revealed that middle school teachers with 1-5 
years of teaching experience had a mean of 2.97, middle 
school teachers with 6-10 years of teaching experience had 
a mean of 2.93, middle school teachers with 11-15 years of 
teaching experience had a mean of 2.87, and middle school 
teachers with more than 15 years of teaching experience had 
a mean of 2.80. 
All groups rated this component neutral. 
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F" Ratio 
The "f" ratio of .491 was not statistically 
significant at the .05 level of significance with 3/78 
degrees of freedom. 
Years of Teaching Experience in this School 
Mean 
Data on the School Learning Assessment Instrument: 
Time Devoted to Instruction component (see table 11) 
indicated that the mean for middle school teachers with 1-5 
years of experience in their current school was 2.94, for 
teachers with 6-10 years it was 2.68, for teachers with Il¬ 
ls years the mean was 2.75, and for teachers with more than 
15 years in their current school the mean was 2.68. 
These data further revealed that all groups rated this 
component neutral. 
"F" Ratio 
The "f" ratio of 1.429 was not statistically 
significant at the .05 level of significance with 3/77 
degrees of freedom. 
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TABLE 11 
ARRAY OF MEANS AND F RATIOS FOR MIDDLE SCHOOL TEACHERS' 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: TIME DEVOTED TO INSTRUCTION 




Total 81 2.84 4.019 .0217* 
High 28 2.62 
Average 31 2.85 
Low 22 3.10 
Gender 
Total 80 2.84 .015 .985 
Male 21 2.81 
Female 59 2.85 
Race 
Total 80 2.84 1.652 .185 
Black 59 2.78 
White 17 2.91 
Hispanic 1 3.00 
Other 3 3.50 
Age 
Total 82 2.85 .531 .662 
21-30 years 5 2.60 
31-40 years 25 2.92 
41-50 years 36 2.85 
Over 50 years 16 2.83 
Education Level 
Total 82 2.85 1.905 .137 
T-4 41 2.77 
T-5 34 2.92 
T-6 3 3.67 
T - 7 4 2.56 
Experience 
Total 82 2.85 .491 .690 
1-5 years 8 2.97 
6-10 years 15 2.93 
11-15 years 17 2.87 
Over 15 years 42 2.80 
Experience in 
this School 
Total 81 2.85 1.429 .186 
1-5 years 49 2.94 
6-10 years 11 2.68 
11-15 years 10 2.75 
Over 15 years 11 2.68 
*Statistically significant. 
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Summary of Results of School Learning Climate 
Assessment Instrument for Middle Schools 
On the components of Teacher Expectation of Students, 
Safe and Orderly Environment, Grouping Practices, and Time 
Devoted to Instruction, significant differences were found 
on achievement grouping of the schools. On these 
components it was found that teachers in the high achieving 
middle schools were more positive in their perceptions of 
these learning climate factors in their schools than did 
teachers in the average or low achieving schools. 
Results of the School Learning Climate Assessment 
Instrument for High Schools 
The results for the responses of the 14 6 high school 
teachers on the School Learning Climate Assessment Instrument 
are presented in tables 12 through 18 and the paragraphs which 
follow. The seven independent variables: school achievement 
group, gender, race, age, education level, years of 
experience, and years of experience in this school, are 
presented and interpreted for each of the seven components of 
the School Learning Assessment Instrument. 
Results on the School Learning Climate Assessment 
Instrument: Administrative or Principal 
Instructional Leadership 
Results on the School Climate Assessment Instrument: 
Administrative or Principal Instructional Leadership component 
for high school teachers are presented in table 12, page 111. 
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School Achievement Group 
Means 
These data in table 12 showed that the mean for the high 
achieving high schools was 2.36, for average achieving high 
schools it was 2.33, and for low achieving high schools it was 
2.40. 
These data showed further that all groups rated this 
component agreed. 
"F" Ratio 
The "f" ratio for these data was .118 which was not 
statistically significant at the .05 level of significance 
with 2/136 degrees of freedom. 
Gender 
Mean 
The mean for male high school teachers was 2.35 and the 
mean for female high school teachers was 2.37. Male and 
female high school teachers rated this component agreed. 
"F" Ratio 
The "f" ratio of .030 was not statistically significant 
at the .05 level of significance and 1/137 degrees of freedom. 
Race 
Mean 
These data in table 12 on the high school teachers 
perceptions of Administrative or Principal Instructional 
Leadership component showed the mean for black high school 
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teachers was 2.30, for white high school teachers it was 2.65, 
and for other middle school teachers it was 3.00. 
These data showed further that black high school teachers 
rated this component agreed, white high school teachers rated 
it neutral, and other high school teachers rated this 
component neutral. 
"F" Ratio 
The "f" ratio for these data was 3.405 which was not 
statistically significant at the .05 level of significance 
with 2/137 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Administrative or Principal Instructional 
Leadership component (see table 12) revealed that the mean for 
high school teachers 21-30 years of age was 2.40, for ages 31- 
40 years it was 2.24, for 41-50 years of age it was 2.40, and 
for middle school teachers over 50 years of age it was 2.30. 
All groups rated the component the same, agreed. 
"F" Ratio 
The "f" ratio of .273 was not statistically significant 





These data from the School Learning Climate Assessment 
Instrument: Administrative or Principal Instructional 
Leadership component (see table 12) showed that high school 
teachers with T-4 certification had a mean of 2.32, high 
school teachers with T-5 certification had a mean of 2.29, 
high school teachers with T-6 certification had a mean of 
2.63, and high school teachers with T-7 certification has a 
mean of 2.80. 
These data showed that high school teachers with T-4 
certification rated this component agreed, high school 
teachers with T-5 certification rated the component agreed, 
high school teachers with T-6 certification rated the 
component neutral, and high school teachers with T-7 
certification rated this component neutral. 
"F" Ratio 
The "f" ratio for these data was 1.808 which was not 
statistically significant at the .05 level of significance 
with 3/137 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Administrative or Principal Instructional 
Leadership component (see table 12) revealed that high school 
teachers with 1-5 years of teaching experience had a mean of 
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2.17, high school teachers with 6-10 years of teaching 
experience had a mean of 2.44, high school teachers with 11-15 
years of teaching experience had a mean of 2.14, and high 
school teachers with more than 15 years of teaching experience 
had a mean of 2.41. 
"F" Ratio 
The "f" ratio of 1.088 was not statistically significant 
at the .05 level of significance with 3/137 degrees of 
freedom. 
Years of Teaching Experience in this School 
Mean 
Data on the School Learning Climate Assessment 
Instrument: Administrative or Principal Instructional 
Leadership component (see table 12) indicated that the mean 
for high school teachers with 1-5 years of experience in their 
current school was 2.63, for teachers with 6-10 years it was 
2.39, for teachers with 11-15 years the mean was 2.11, and for 
teachers with more than 15 years in their current school the 
mean was 2.13. 
These data further revealed that the high school teachers 
with 1-5 years rated this component neutral, those with 6-10 
years of experience in their current school rated this 
component agreed, and those with more than 15 years of 
experience rated this component agreed. 
Ill 
"F" Ratio 
The "f" ratio of 4.855 was statistically significant at 
the .05 level of significance with 3/136 degrees of freedom. 
The Scheffe multiple ranges test showed that there was a 
significant difference between teachers who have had 1-5 years 
in the school and those with over 1-5 years in the school. 
The teachers with the long tenure showed the better perception 
on this component. 
TABLE 12 
HIGH SCHOOL TEACHERS: ARRAY OF MEANS AND F RATIOS FOR 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: ADMINISTRATIVE OR PRINCIPAL 
INSTRUCTIONAL LEADERSHIP 
Significance 
Number Mean F of F 
Achievement Group 
Total 139 2.36 .118 .889 
High 47 2.36 
Average 52 2.33 
Low 40 2.40 
Gender 
Total 139 2.36 .030 .863 
Male 46 2.35 
Female 93 2.37 
Race 
Total 140 2.36 3.40 .060 




Other 4 3.00 
Age 
Total 141 2.36 .273 .845 
21-30 years 5 2.40 
31-40 years 21 2.24 
41-50 years 81 2.40 
Over 50 years 10 2.30 
v 
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Table 12 --Continued 
Number Mean F Significance 
of F 
Education Level 
Total 141 2.36 1.808 .149 
T-4 44 2.32 
T- 5 73 2.29 
T- 6 19 2.63 
T-7 5 2.63 
Experience 
Total 141 2.36 1.088 .357 
1-5 years 6 2.17 
6-10 years 9 2.44 
11-15 years 21 2.14 
Over 15 years 105 2.41 
ExDerience in this School 
Total 140 2.36 4.855 .003 
1-5 years 49 2.63 
6-10 years 33 2.39 
11-15 years 19 2.11 
Over 15 years 39 2.13 
Results on the School Learning Climate Assessment 
Instrument: Emphasis on Achievement Component 
The results on the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component for high school 
teachers are presented in table 13, page 116. 
School Achievement Group 
Mean 
These data in table 13 showed that the mean for the high 
achieving high schools was 2.23, for average achieving high 
schools it was 2.13, and for low achieving high schools it was 
2.40. 




The "f" ratio for these data was 2.944 which was not 
statistically significant at the .05 level of significance 
with 2/141 degrees of freedom. 
Gender 
Mean 
The mean for male high school teachers was 2.33 and the 
mean for female high school teachers was 2.20. Male and 
female high school teachers rated this component agreed. 
"F" Ratio 
The "f" ratio of 1.502 was not statistically significant 
at the .05 level of significance and 1/142 degrees of freedom. 
Race 
Mean 
These data in table 13 on the high school teachers 
perceptions of the Emphasis on Achievement component showed 
the mean for black high school teachers was 2.20, for white 
high school teachers it was 2.44, and for other high school 
teachers it was 3.00. 
These data showed further that black high school teachers 
rated this component agreed, white high school teachers rated 
this component agreed, and other high school teachers rated 
this component neutral. 
"F" Ratio 
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The "f" ratio for these data was 6.553 which was 
statistically significant at the .05 level of significance 
with 2/142 degrees of freedom. 
The Scheffe multiple ranges test indicated that black 
teachers had significantly higher perceptions of their 




These data from the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 13) 
revealed that the mean for high school teachers 21-30 years of 
age was 2.57, for ages 31-40 years it was 2.10, for 41-50 
years of age it was 2.23, and for high school teachers over 50 
years of age it was 2.32. 
High school teachers ages 21-30 years rated this 
component neutral, ages 31-40 years rated this component 
agreed, ages 41-50 years rated this component agreed, and high 
school teachers over 50 years of age rated this component 
agreed. 
"F" Ratio 
The "f" ratio of 2.064 was not statistically significant 





These data from the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 13) 
showed that high school teachers with T-4 certification had a 
mean of 2.18, high school teachers with T-5 certification had 
a mean of 2.22, high school teachers with T-6 certification 
had a mean of 2.32, and high school teachers with T-7 
certification had a mean of 3.00. 
These data showed that high school teachers with T-4 
certification rated this component agreed, high school 
teachers with T-5 certification rated this component agreed, 
high school teachers with T-6 certification rated this 
component agreed, and high school teachers with T-7 
certification rated this component neutral. 
"F" Ratio 
The "f" ratio for these data was 4.184 which was 
statistically significant at the .05 level of significance 
with 3/142 degrees of freedom. 
The Scheffe multiple ranges test showed that the 
perception of high school teachers with T-4 and T-5 
certification were significantly more positive than teachers 
with T-7 certification. 
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Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 13) 
revealed that high school teachers with 1-5 years of teaching 
experience had a mean of 2.29, high school teachers with 6-10 
years of teaching experience had a mean of 2.44, high school 
teachers with 11-15 years of teaching experience had a mean of 
2.27, high school teachers with more than 15 years of teaching 
experience had a mean of 2.22. 
"F" Ratio 
The "f" ratio of .625 was not statistically significant 
at the .05 level of significance with 3/141 degrees of 
freedom. 
Years of Teaching Experience in this School 
Mean 
Data on the School Learning Climate Assessment 
Instrument: Emphasis on Achievement component (see table 13) 
indicated that the mean for high school teachers with 1-5 
years of experience in their current school was 2.45, for 
teachers with 6-10 years it was 2.12, for teachers with 11-15 
years the mean was 2.10, and for teachers with more than 15 
years in their current school the mean was 2.17. 
"F" Ratio 
The "f" ratio of 4.380 was statistically significant at 
the .05 level of significance with 3/141 degrees of freedom. 
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The Scheffe multiple ranges test indicated that there was a 
significant difference between teachers who have at the 
current school 1-5 years and those who have been there 6-10 
years. The teachers with 6-10 years in the current school had 
the better perception on this component. 
TABLE 13 
HIGH SCHOOL TEACHERS: ARRAY OF MEANS AND F RATIOS FOR 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: EMPHASIS ON ACHIEVEMENT 
Number Mean F of F 
Achievement Group 
Total 144 2.24 2.24 .060 
High 48 2.23 
Average 53 2.13 
Low 43 2.40 
Gender 
Total 144 2.24 1.502 .222 
Male 49 2.33 
Female 95 2.20 
Race 
Total 145 2.25 6.553 .002* 




Other 4 3.00 
Age 
Total 146 2.25 2.064 .108 
21-30 years 7 2.57 
31-40 years 21 2.10 
41-50 years 84 2.23 
Over 50 years 34 2.32 
Education Level 
Total 146 2.25 4.184 .007* 
T-4 44 2.18 
T-5 78 2.22 
T-6 19 2.32 
T-7 5 3.00 
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Total 145 2.25 .625 .600 
1-5 years 7 2.29 
6-10 years 9 2.44 
11-15 years 22 2.27 
Over 15 years 107 2.22 
Experience in this School 
Total 145 2.25 4.380 .006* 
1-5 years 51 2.45 
6-10 years 34 2.12 
11-15 years 20 2.10 
Over 15 years 40 2.17 
*Statistically significant. 
Results on the School Learning Climate Assessment 
Instrument: Teacher Expectation of Students 
The results on the School Learning Climate Assessment 
Instrument: Teacher Expectation of Students component for 
high school teachers are presented in table 14, page 123. 
School Achievement Group 
Mean 
These data in table 14 showed that the mean for the high 
achieving high schools was 2.29, for average achieving high 
schools it was 2.74, and for low achieving high schools it was 
3.02. 
These date showed further that high achieving high school 
teachers rated this component agreed, average high school 
teachers rated this component neutral, and low achieving high 
school teachers rated this component neutral. 
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"F" Ratio 
The "f" ratio for these data was 18.910 which was 
statistically significant at the .05 level of significance 
with 2/140 degrees of freedom. 
The Scheffe multiple ranges test showed that teachers in 
high achieving high schools were significantly more positive 
in their perception of this component than teachers in average 
or low achieving schools, and teachers in average achieving 
high schools were significantly more positive on this variable 
than teachers in low achieving high schools. 
Gender 
Mean 
The mean for male middle school teachers was 2.73 and the 
mean for female middle school teachers was 2.64. Male and 
female high school teachers rated this component neutral. 
"F" Ratio 
The "f" ratio of .028 was not statistically significantly 
at the .05 level of significance and 1/141 degrees of freedom. 
Race 
Mean 
These data in table 14 on the high school teachers 
perceptions of the Teacher Expectations of Students component 
showed the mean for black high school teachers was 2.69, for 
white high school teachers it was 2.44, and for other high 
school teachers it was 3.00. 
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These data showed further that black high school teachers 
rated this component neutral, white high school teachers rated 
this component agreed, and other high school teachers rated 
this component neutral on this component. 
"F" Ratio 
The " f" ratio for these data was 1.111 which was not 
statistically significant at the .05 level of significance 
with 2/141 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Teacher Expectations of Students component (see 
table 14 revealed that the mean for high school teachers 21-30 
years of age was 2.43, for ages 31-40 years it was 2.62, for 
41-50 years of age was 2.63, and for high school teachers over 
50 years of age it wa 2.82. 
High school teachers ages 21-30 rated this component 
agreed, 31-40 years rated this component neutral, ages 41-50 
years rated this component neutral, and high school teachers 
over 50 years of age rated his component neutral. 
"F" Ratio 
The "f" ratio of 1.179 was not statistically significant 





These data from the School Learning Climate Assessment 
Instrument: Teachers Expectation of Students Component (see 
table 14) showed that high school teachers with T-4 
certification had a mean of 2.80, high school teachers with T- 
5 certification had a mean of 2.54, middle school teachers 
with T-6 certification had a mean of 2.61, and high school 
teachers with T-7 certification has a mean of 3.60. 
These data showed that high school teachers with T-4 
certification rated this component neutral, high school 
teachers with T-5 certification rated this component neutral, 
high school teachers with T-6 certification rated this 
component neutral, and high school teachers with T-7 
certification rated this component disagreed. 
"F" Ratio 
The " f" ratio for these data was 5.386 which was 
statistically significant at the .05 level of significance 
with 3/141 degrees of freedom. The Scheffe multiple ranges 
test showed that high school teachers with T-5 and T-6 
certification were significantly more positive in their 
perception of this component than was teachers with the T-7 
certification. 
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Years of Experience 
Mean 
These data from the School Learning Climate Assessment: 
Teacher Expectations of Students component (see table 14) 
revealed that high school teachers with 1-5 years of teaching 
experience had a mean of 2.86, high school teachers with 6.10 
years of teaching experience had a mean of 2.78, high school 
teachers with 11-15 years of teaching experience had a man of 
2.68, and high school teachers with more than 15 years of 
teaching experience had a mean of 2.64. 
"F" Ratio 
The "f" ratio of .191 was not statistically significant 
at the .05 level of significance with 3/140 degrees of 
freedom. 
Years of Teaching Experience in This School 
Mean 
Data on the School Learning Climate Assessment 
Instrument: Teachers Expectations of Students component (see 
table 14) indicated that the mean for high school teachers 
with 1-5 years of experience in their current school was 2.74, 
for teachers with 6-10 years it was 2.71, for teachers with 
11-15 years the mean was 2.50, and for teachers with more than 
15 years in their current school the mean was 2.58. 
These data further revealed that the high school teachers 
with 1-5 years rated this component neutral, those with 6-10 
years of experience in their current school rated this 
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TABLE 14 
HIGH SCHOOL TEACHERS: ARRAY OF MEANS AND F RATIOS FOR 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: TEACHER EXPECTATIONS OF STUDENTS 




Total 143 2.67 18.910 .000* 
High 48 2.29 
Average 53 2.74 
Low 42 3.02 
Gender 
Total 143 2.67 .028 .868 
Male 48 2.73 
Female 95 2.64 
Race 
Total 144 2.67 1.111 .332 
Black 122 2.69 
White 18 2.44 
Hispanic 
Other 4 3.00 
Age 
Total 145 2.66 1.179 .320 
21-30 years 7 2.43 
31-40 years 21 2.62 
41-50 years 83 2.63 
Over 50 years 34 2.82 
Education Level 
Total 145 2.66 5.386 .002* 
T-4 44 2.80 
T-5 78 2.54 
T-6 18 2.61 
T-7 5 3.60 
Experience 
Total 144 2.67 .191 .902 
1-5 years 7 2.86 
6-10 years 9 2.78 
11-15 years 22 2.68 
Over 15 years 106 2.64 
Experience in this School 
Total 144 2.65 1.476 .224 
1-5 years 50 2.74 
6-10 years 34 2.71 
11-15 years 20 2.50 
Over 15 years 40 2.58 
*Statistically significant. 
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component neutral, those with 11-15 years of experience in 
their current school rated this component agreed, and those 
with more than 15 years of experience rated this component 
neutral. 
"F" Ratio 
The "f" ratio of 1.476 was not statistically significant 
at the .05 level of significance with 3/140 degrees of 
freedom. 
Results on the School Learning Climate Assessment 
Instrument: Evaluation of the 
Instructional Program 
The results on the School Learning Climate Assessment 
Instrument Evaluation of the Instructional Program component 
for high school teachers are presented in table 15, page 126. 
School Achievement Group 
Means 
These data in table 15 showed that the mean for the high 
achieving high schools was 2.15, for average achieving high 
schools it was 2.10, and for low achieving high schools it was 
2.40. 
These data showed further that all groups rated this 
component agreed. 
"F" Ratio 
The "f" ratio for these data was 1.742 which was not 
statistically significant at the .05 level of significance 




The mean for high school teachers was 2.23 and the mean 
for female high school teachers was 2.19. Male and female 
high school teachers rated this component agreed. 
"F" Ratio 
The "f" ratio of .006 was not statistically significant 
at the .05 level of significance and 1/137 degrees of freedom. 
Race 
Mean 
These data in table 15 on the high school teachers 
perceptions of the Evaluation of the Instructional Program 
component showed the mean for black high school teachers was 
2.12, for white high school teachers it was 2.65, and for 
other high school teachers with was 3.00. 
These data showed further that black high school teachers 
rated this component agreed, white high school teachers rated 
his component neutral, and other high school teachers rated 
this component neutral. 
"F" Ratio 
The "f" ratio for these data was 5.703 which was 
statistically significant at the .05 level of significance 
with 2/136 degrees of freedom. 
The Scheffe Multiple Ranges Test revealed that black 
teachers rated this component significantly higher than did 




These data from the School Learning Climate Assessment 
Instrument: Evaluation of the Instructional Program component 
(see table 15) revealed that the mean for high school teachers 
21-30 years of age was 2.33, for ages 31-40 years it was 2.15, 
for 41-50 years of age it was 2.20, and for high school 
teachers over 50 years of age it was 2.24. 
All groups rated this component agreed. 
"F" Ratio 
The "f" ratio of .123 was not statistically significant 




These data from the School Learning Climate Assessment 
Instrument: Evaluation of the Instructional Program Component 
(see table 15) showed that high school teachers with T-4 
certification had a mean of 2.33, high school teachers with 
T—5 certification had a mean of 2.11, high school teachers 
with T-6 certification had a mean of 2.26, and high school 
teachers with T-7 certification has a mean of 2.40. All 
groups rated this component agreed. 
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"F" Ratio 
The "f" ratio for these data was .738 which was not 
statistically significant at the .05 level of significance 
with 3/136 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Evaluation of the Instructional Program component 
(see table 15) revealed that high school teachers with 1-5 
years of experience in their current school was 2.57, for 
teachers with 6-10 years it was 2.06, for teachers with 11-15 
years the mean was 1.95, and for teachers with more than 15 
years in their current school the mean was 2.03. 
These data further revealed that the high school teachers 
with 1-5 years rated this component neutral., those with 6-10 
years of experience in their current school rated it agreed, 
those with 11-15 years of experience in their current school 
rated it agreed, and those with more than 15 years of 
experience rated it agreed on this component. 
"F" Ratio 
The "f" ratio of 5.776 was statistically significant at 
the .05 level of significance with 3/135 degrees of freedom. 
The Scheffe Multiple Ranges Test revealed that teachers 
with 6-10 years, 11-15 years, and over 15 years of experience 
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TABLE 15 
HIGH SCHOOL TEACHERS: ARRAY OF MEANS AND F RATIOS 
FOR RESPONSES ON THE SCHOOL LEARNING CLIMATE 
ASSESSMENT INSTRUMENT: EVALUATION OF THE 
INSTRUCTIONAL PROGRAM 




Total 138 2.20 1.742 .179 
High 46 2.15 
Average 52 2.10 
Low 40 2.40 
Gender 
Total 138 2.20 .006 .938 
Male 47 2.23 
Female 91 2.19 
Race 
Total 139 2.21 5.703 .004* 
Black 118 2.12 
White 17 2.65 
Hispanic 
Other 4 3.00 
Age 
Total 140 2.21 .123 .946 
21-30 years 6 2.33 
31-40 years 20 2.15 
41-50 years 80 2.20 
Over 50 years 34 2.24 
Education Level 
Total 140 2.21 . 738 .531 
T-4 42 2.33 
T-5 74 2.11 
T - 6 19 2.26 
T-7 5 2.40 
Exüerience 
Total 140 2.21 .388 .762 
1-5 years 7 2.14 
6-10 years 8 2.38 
11-15 years 20 2.15 
Over 15 years 105 2.21 
ExDerience in this School 
Total 139 2.22 5.776 .001* 
1-5 years 49 2.57 
6-10 years 31 2.06 
11-15 years 19 1.95 
Over 15 years 39 2.03 
^Statistically significant. 
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in the current school were significantly more positive in 
their perception of this component than teachers with 1-5 
years in the current school. 
Results on the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment 
The results on the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment component for high 
school teachers are presented in table 16, page 131. 
School Achievement Group 
Mean 
These data in table 16 showed that the mean for the high 
achieving high schools was 2.38, for average achieving high 
schools it was 2.68, and for low achieving high schools it wa 
2.93. 
These data showed further that high achieving high school 
teachers rated this component agreed, average high school 
teachers rated this component neutral, and low achieving high 
school teachers rated this component neutral. 
"F" Ratio 
The "f" ratio for these data was 5.167 which was 
statistically significant at the .05 level of significance 
with 2/139 degrees of freedom. The Scheffe Multiple Range 
Test showed that high school teachers in high achieving 
schools were significantly higher in their perception of this 




The mean for male high school teachers was 2.67 and the 
mean for female high school teachers was 2.65. Male and 
female higher school teachers rated this component neutral. 
"F" Ratio 
The "f" ratio of .104 was not statistically significant 




These data in table 16 on the high school teachers 
perception of the Safe and Orderly Environment component 
showed the mean for black high school teachers was 2.61, for 
white high school teachers was 3.06, and for other high 
school teachers it was 2.75. These data showed further that 
all three groups rated this component neutral. 
"F" Ratio 
The "f" Ratio for these data was 2.140 which was not 
statistically significant at the .05 level of significance 
with 2/140 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment component (see 
table 16) revealed that the mean for high school teachers 
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21-30 years of age was 3.00, for ages 31-40 years it was 
2.67, for 41-50 years of age it was 2.65, and for middle 
school teachers over 50 years of age it was 2.59. All 
groups rated this component neutral. 
"F" Ratio 
The "f" ratio of .398 was not statistically significant 




These data from the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment component (see 
table 12) showed that high school teachers with T-4 
certification had a mean of 2.57, high school teachers with 
T-5 certification had a mean of 2.61, high school teachers 
with T—6 certification had a mean of 2.84, and high school 
teachers with T-7 certification had a mean of 3.40. These 
data showed that all groups rated this component neutral. 
"F" Ratio 
The "f" ratio for these data was 1.322 which was not 
statistically significant at the .05 level of significance 
with 3/140 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment component (see 
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table 16) revealed that high school teachers with 1-5 years 
of teaching experience had a mean of 2.86, high school 
teachers with 6-10 years of teaching experience had a mean 
of 3.00, high school teachers with 11-15 years of teaching 
experience had a mean of 2.64, and high school teachers with 
more than 15 years of teaching experience had a mean of 
2.61. These data revealed further that all groups rated 
this component neutral. 
"F" Ratio 
The "f" ratio of .629 was not statistically significant 
at the .05 level of significance with 3/140 degrees of 
freedom. 
Years of Teaching Experience in This School 
Mean 
Data on the School Learning Climate Assessment 
Instrument: Safe and Orderly Environment Component (see 
table 16) indicated that the mean for high school teachers 
with 1-5 years of experience in their current school was 
2.92, for teachers with 6-10 years it was 2.62, for teachers 
with 11-15 years the mean was 2.21, and for teachers with 
more than 15 years in their current school the mean was 
2.54. 
These data further revealed that the high school 
teachers with 1-5 years rated this component neutral, those 
with 6-10 years of experience in their current school rated 
this component neutral, those with 11-15 years of experience 
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TABLE 16 
HIGH SCHOOL TEACHERS: ARRAY OF MEANS AND F RATIOS FOR 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: SAFE AND ORDERLY ENVIRONMENT 
Significance 
Number Mean F of F 
Achievement Group 
Total 142 2.65 5.167 .007* 
High 47 2.38 
Average 53 2.68 
Low 42 2.93 
Gender 
Total 142 2.65 . 104 .748 
Male 48 2.67 
Female 94 2.65 
Race 
Total 143 2.66 2.140 .122 




Other 4 2.75 
Age 
Total 144 2.65 .398 .754 
21-30 years 6 3.00 
31-40 years 21 2.67 
41-50 years 83 2.65 
Over 50 years 34 2.59 
Education Level 
Total 144 2.65 1.322 .270 
T-4 44 2.57 
T-5 76 2.61 
T-6 19 2.84 
T-7 5 3.40 
Experience 
Total 144 2.65 .629 .597 
1-5 years 7 2.86 
6-10 years 9 3.00 
11-15 years 22 2.64 
Over 15 years 106 2.61 
Experience in this School 
Total 143 2.65 3.738 .013* 
1-5 years 51 2.92 
6-10 years 34 2.62 
11-15 years 19 2.21 
Over 15 years 39 2.54 
^Statistically significant. 
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in their current school rated this component agreed, and those 
with more than 15 years of experience rated this 
component neutral. 
"F" Ratio 
The "f" ratio of 3.738 was statistically significant at 
the .05 level of significance with 3/139 degrees of freedom. 
The Scheffe Multiple Ranges Test revealed that teachers with 
11-15 years of experience in their current school rated this 
component significantly higher than teachers with 1-5 years in 
their current school. 
Results on the School Learning Climate Assessment 
Instrument: Grouping Practices 
The results on the School Learning Climate Assessment 
Instrument: Grouping Practices component for high school 
teachers are presented in table 17, page 136. 
School Achievement Group 
Means 
These data in table 17 showed that the mean for the 
high achieving high schools was 2.94, for average high 
schools it was 2.98, and for low achieving high schools it 
was 3.29. 
These data showed further that all groups rated this 
component neutral. 
"F" Ratio 
The "f" ratio for these data was 2.606 which was not 
statistically significant at the .05 level of significance 




The mean for male high school teachers was 2.92 and the 
mean for female high school teachers was 3.13. Both male and 
female high school teachers rate this component neutral. 
"F" Ratio 
The "f" ratio of 2.785 was not statistically 
significant at the .05 level of significance and 1/139 
degrees of freedom. 
Race 
Mean 
These data in table 17 on the high school teachers 
perceptions of the Grouping Practices component showed the 
mean for black high school teachers was 2.99, for white high 
school teachers was 3.39, and for other high school teachers 
it was 3.50. These data showed further that all groups 
rated this component neutral. 
"F" Ratio 
The "f" ratio for these data was 1.838 which was not 
statistically significant at the .05 level of significance 
with 2/139 degrees of freedom. 
Age 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Grouping Practices component (see table 17) 
revealed that the mean for high school teachers 21-30 years 
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of age was 2.57, for ages 31-40 years it wa 2.81, for 41-50 
years of age it was 3.09, and for middle school teachers 
over 50 years of age it was 3.24. All groups rated this 
component neutral. 
"F11 Ratio 
The "f" ratio of 2.086 was not statistically 
significant at the .05 level of significance with 3/139 
degrees of freedom. 
Education Level 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Grouping Practices component (see table 17) 
showed that high school teachers with T-4 certification had 
a mean of 2.95, high school teachers with T-5 certification 
had a mean of 3.04, high school teachers with T-6 
certification had a mean of 3.26, and high school teachers 
with T—7 certification had a mean of 3.40. These data 
showed that all groups rated this component neutral. 
"F" Ratio 
The "f" ratio for these data was .680 which was not 
statistically significant at the .05 level of significance 
with 3/139 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Grouping Practices component (see table 17) 
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revealed that high school teachers with 1-5 years of 
teaching experience had a mean of 2.71, high school teachers 
with 6-10 years of teaching experience had a mean of 3.00, 
high school teachers with 11-15 years of teaching experience 
had a mean of 2.82, and high school teachers with more than 
15 years of teaching experience had a mean of 3.14. These 
data revealed further that all groups rated this component 
neutral. 
"F" Ratio 
The "f" ratio of 1.806 was not statistically 
significant at the .05 level of significance with 3/138 
degrees of freedom. 
Years of Teaching Experience in This School 
Mean 
Data on the School Learning Climate Assessment 
Instrument: Grouping Practices component (see table 17) 
indicated that the mean for high school teachers with 1-5 
years of experience in their current school was 3.36, for 
teachers with 6-10 years it was 3.06, for teachers with 11- 
15 years the mean was 2.67, and for teachers with more than 
15 years in their current school the mean was 2.88. These 




HIGH SCHOOL TEACHERS: ARRAY OF MEANS AND F RATIOS FOR 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: GROUPING PRACTICES 
Significance 
Number Mean F of F 
Achievement Group 
Total 141 3.06 2.606 .078 
High 48 2.94 
Average 52 2.98 
Low 41 3.29 
Gender 
Total 141 3.06 2.785 .097 
Male 49 2.92 
Female 92 3.13 
Race 
Total 142 3.06 1.838 .163 




Other 4 3.50 
Age 
Total 143 3.06 2.086 .105 
21-30 years 7 2.57 
31-40 years 21 2.81 
41-50 years 81 3.09 
Over 50 years 34 3.24 
Education Level 
Total 143 3.06 .580 .629 
T-4 44 2.95 
T-5 75 3.04 
T-6 19 3.26 
T - 7 5 3.40 
Experience 
Total 142 3.06 1.806 .149 
1-5 years 7 2.71 
6-10 years 9 3.00 
11-15 years 22 2.82 
Over 15 years 104 3.14 
Experience in this School 
Total 142 3.06 4.071 .008* 
1-5 years 50 3.36 
6-10 years 34 3.06 
11-15 years 18 2.67 




The "f" ratio of 4.071 was statistically significant at 
the .05 level of significance with 3/138 degrees of freedom. 
The Scheffe Multiple Ranges Test revealed that teachers with 
11-15 years of experience in their current school rated this 
component significantly higher than teachers with 1-5 years in 
their current school. 
Results on the School Learning Climate Assessment 
Instrument: Time Devoted Instruction 
The results on the School Learning Climate Assessment 
Instrument: Time Devoted To Instruction component for high 
school teachers are presented in table 18, page 141. 
School Achievement Group 
Mean 
These data in table 18 showed that the mean for the high 
achieving high schools was 2.52, for average achieving high 
schools it was 2.83, and for low achieving high schools it was 
3.03. 
These data showed further that all groups rated this 
component neutral. 
"F" Ratio 
The " f" ratio for these data was 5.211 which was 
statistically significant at the .05 level of significance 
with 2/134 degrees of freedom. The Scheffe Multiple Range 
Test showed that high school teachers in high achieving 
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schools were significantly higher in their perception of this 
component than in low achieving high schools. 
Gender 
Mean 
The mean for male high school teachers was 2.71 and the 
mean for female high school teachers was 2.82. Male and 
female higher school teachers rated this component neutral. 
"F" Ratio 
The "f" ratio of 1.419 was not statistically significant 
at the .05 level of significance and 1/135 degrees of freedom. 
Race 
Mean 
These data in table 18 on the high school teachers 
perception of the Time Devoted to Instruction component showed 
the mean for black high school teachers was 2.78, for white 
high school teachers was 2.76, and for other high school 
teachers it was 2.75. These data showed further that all 
groups rated this component neutral. 
"F" Ratio 
The "f" Ratio for these data was .586 which was not 
statistically significant at the .05 level of significance 




These data from the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction component (see table 
18) revealed that the mean for high school teachers 21-30 
years of age was 2.43, for ages 31-40 years it wa 2.58, for 
41-50 year's of age it was 2.86, and for middle school 
teachers over 50 years of age it was 2.73. 
High school teachers ages 21-30 rated this component 
agreed, ages 31-40 years rated this component neutral, ages 
41-50 years rated this component neutral, and high school 
teachers over 50 years of aged rated this component neutral. 
"F" Ratio 
The "f" ratio of 1.609 was not statistically significant 




These data from the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction component (see table 
18) showed that high school teachers with T-4 certification 
had a mean of 2.74, high school teachers with T-5 
certification had a mean of 2.74, high school teachers with T- 
6 certification had a mean of 2.79, and high school teachers 
with T-7 certification had a mean of 3.40. These data showed 
that all groups rated this component neutral. 
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"F" Ratio 
The "f" ratio for these data was 8.56 which was not 
statistically significant at the .05 level of significance 
with 3/135 degrees of freedom. 
Years of Experience 
Mean 
These data from the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction component (see table 
18) revealed that high school teachers with 1-5 years of 
teaching experience had a mean of 2.71, high school teachers 
with 6-10 years of teaching experience had a mean of 2.75, 
high school teachers with 11-15 years of teaching experience 
had a mean of 2.77, and high school teachers with more than 15 
years of teaching experience had a mean of 2.78. These data 
revealed further that all groups rated this component neutral. 
"F" Ratio 
The "f" ratio of .075 was not statistically significant 
at the .05 level of significance with 3/134 degrees of 
freedom. 
Years of Teaching Experience in This School 
Mean 
Data on the School Learning Climate Assessment 
Instrument: Time Devoted to Instruction Component (see table 
16) indicated that the mean for high school teachers with 1-5 
years of experience in their current school was 3.06, for 
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TABLE 18 
HIGH SCHOOL TEACHERS: ARRAY OF MEANS AND F RATIOS FOR 
RESPONSES ON THE SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT: TIME DEVOTED TO INSTRUCTION 
Significance 
Number Mean F of F 
Achievement Group 
Total 137 2.78 5.211 .007* 
High 46 2.52 
Average 52 2.83 
Low 39 3.03 
Gender 
Total 137 2.78 1.419 .236 
Male 48 2.71 
Female 89 2.82 
Race 
Total 138 2.78 . 586 .558 




Other 4 2.75 
Age 
Total 139 2.77 1.609 .191 
21-30 years 7 2.43 
31-40 years 19 2.58 
41-50 years 80 2.86 
Over 50 years 33 2.73 
Education Level 
Total 139 2.77 .856 .466 
T-4 42 2.74 
T-5 73 2.74 
T-6 19 2.79 
T-7 5 3.40 
Extier ience 
Total 138 2.78 .075 .973 
1-5 years 7 2.71 
6-10 years 8 2.75 
11-15 years 22 2.77 
Over 15 years 101 2.78 
Experience in this School 
Total 138 2.78 4.322 .006* 
1-5 years 49 3.06 
6-10 years 33 2.73 
11-15 years 18 2.72 
Over 15 years 38 2.47 
♦Statistically significant. 
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teachers with 6-10 years it was 2.73, for teachers with 11-15 
years the mean was 2.72, and for teachers with more than 15 
years in their current school the mean was 2.47. 
These data further revealed that the high school teachers 
with 1-5 years rated this component neutral, those with 6-10 
years of experience in their current school rated this 
component neutral, those with 11-15 years of experience in 
their current school rated this component neutral, and those 
with more than 15 years of experience rated this component 
agreed. 
"F" Ratio 
The "f" ratio of 4.322 was statistically significant at 
the .05 level of significance with 3/134 degrees of freedom. 
The Scheffe Multiple Ranges Test revealed that teachers with 
more than 15 years of experience in their current school rated 
this component significantly higher than teachers with 1-5 
years in their current school. 
Summary of Results of School Learning Climate 
Instrument for High Schools 
On the components of Teacher Expectations of Students, 
Safe and Orderly Environment, and Time Devoted to Instruction, 
significant differences were found on achievement grouping of 
the high schools. On these components, it was found that 
teachers in the high achieving high schools were more positive 
in their perceptions of these learning climate factors in 
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their schools than did teachers in the average and low 
achieving high schools. 
Analysis of the Null Hypotheses 
To determine the significant relationship of the 
independent variables to the dependent variables, the mean for 
each variable was presented and interpreted on the Likert 
Scale that was set up. 
The results and analysis of the test are as follows: 
Hoi: There is no significant difference 
in the perception of the factor, 
Strong Administrative or Principal 
Instructional Leadership, among 
teachers in high, average, and low 
achieving middle schools. 
The mean for the School Achievement groups for the 
variable Administrative or Principal Instructional Leadership 
for high achieving middle schools was 2.50; for average 
achieving middle schools it was 2.38; and low achieving middle 
schools it was 2.44. The "f" ratio for these data was .356, 
which was not statistically significant. Since the level of 
significance was at .05, the null hypothesis was not rejected 
(see table 5). The analysis of these data reveal that there 
was no significant difference in teachers' perceptions of 
Administrative or Principal Instructional Leadership in the 
high, average, and low achieving middle school. 
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Ho2: There is no significant difference 
in the perception of the factor, 
Emphasis on Student Achievement, among 
teachers in high, average, and low 
achieving middle schools. 
The mean for the School Achievement Groups for the 
variable Emphasis on Achievement for high achieving middle 
schools was 2.26; for average achieving middle schools it was 
2.22; and for low achieving middle schools it was 2.18. The 
"f" ratio for these data was .201, which was not statistically 
significant. Since the level of significance was at .05, the 
null hypothesis was not rejected (see table 6). The analysis 
of these data reveal that there was no significant difference 
in teachers' perception of Emphasis on Achievement in the 
high, average, and low achieving middle schools. 
Ho3: There is no significant difference 
in the perception of the factor, 
Teacher Expectation of Students, 
among teachers in high, average, 
and low achieving middle schools. 
The mean for the School Achievement Groups for the 
variable, Teacher Expectation of Students for high achieving 
middle schools was 2.52; for average achieving middle schools 
it was 2.91; and for low achieving middle schools it was 3.27. 
The "f" ratio for these data was 10.115, which was 
statistically significant. Since the level of significance 
was at .05, the null hypothesis was rejected (see table 7). 
The analysis of these data reveal that there was significant 
difference in teachers' perceptions of Teacher Expectation of 
Students in the high, average, and low achieving middle 
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schools. The Scheffe Multiple Ranges Test revealed that 
teachers in high achieving middle schools were significantly 
higher in their expectations of students than teachers in 
average or low achieving middle schools. Teachers in average 
achieving middle schools were significantly higher in their 
perceptions of this factor than teachers in low achieving 
middle schools. 
Ho4: There is no significant difference 
in the perception of the factor, 
Evaluation of the Instructional 
Program among teachers in high, 
average, and low achieving middle 
schools. 
The mean for the School Achievement Group Evaluation of 
the Instructional Program for high achieving middle schools 
was 2.27; for average achieving middle schools it was 2.27; 
and low achieving middle schools it was 2.25. The "f" ratio 
for these data was .007, which was not statistically 
significant. Since the level of significance wa at .05, the 
null hypothesis was not rejected (see table 8). The analysis 
of these data reveal that there was no significant difference 
in teachers' perception of Evaluation of the Instruction 
Program in the high, average, and low achieving middle 
schools. 
Ho5: There is no significant difference 
in the perception of the factor, A 
Safe and Orderly Environment among 
teachers in high, average, and low 
achieving middle schools. 
The mean for the School Achievement Groups for the 
variable, Safe and Orderly Environment for high achieving 
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middle schools was 2.38; for average achieving middle schools 
it was 2.86; and for low achieving middle schools it was 3.04. 
The "f" ratio for these data was 5.740, which was 
statistically significant. Since the level of significance 
was at .05, the null hypothesis was rejected (see table 9). 
The analysis of these data reveal that there was significant 
difference in teachers' perceptions of Safe and Orderly 
Environment in the high, average, and low achieving middle 
schools. The Scheffe Multiple Ranges Test revealed that the 
high achieving middle school teachers differed significantly 
from the low achieving middle school teachers on this 
component. Teachers in high achieving middle schools 
perceived their schools as being safe and more orderly than 
teachers in low achieving middle schools. 
Ho6: There is no significant difference 
in the perception of the factor of 
grouping practices among teachers 
in high, average, and low achieving 
low achieving middle schools. 
The mean for the School Achievement Groups for the 
variable Grouping Practices for high achieving middle schools 
was 2.77; for average achieving middle schools was 2.50; and 
low achieving middle schools was 3.23. The "f" ratio for 
these data was 3.677, which was statistically significant. 
Since the level of significance was at .05 the null hypothesis 
was rejected (see table 10) . The analysis of these data 
reveal that there was significant difference in teachers' 
perceptions of Grouping Practices in the high, average, and 
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low achieving middle schools. The Scheffe Multiple Ranges 
Test indicated that teachers in average, achieving middle 
schools were significantly more positive about the grouping 
practice in their schools than were teachers in low achieving 
middle schools. 
Ho7: There is no significant difference in the 
perception of the factor of time devoted 
to instruction among teachers in high, 
average, and low achieving middle schools. 
The mean for the School Achievement Groups for the 
variable, Time Devoted to Instruction for high achieving 
middle schools was 2.62; for average middle schools was 2.85; 
and for low achieving middle schools was 3.10. The "f" ratio 
for these data was 4.019 which was statistically significant. 
Since the level of significance was at .05, the null 
hypothesis was rejected (see table 11). The analysis of these 
data reveal that there was significant difference in teachers' 
perception of Time Devoted to Instruction in the high, 
average, and low achieving middle schools. The Scheffe 
Multiple Ranges Test indicate that teachers in high achieving 
middle schools were significantly higher in their perception 
of this component than were teachers in low achieving middle 
schools. 
The mean for the School Achievement Groups for the 
variable, Time Devoted to Instruction for high achieving 
middle schools was 2.62; for average middle schools it was 
2.85; and for low achieving middle schools it was 3.10. The 
"f" ratio for these data was 4.019, which was statistically 
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significant. Since the level of significance was at .05, the 
null hypothesis was rejected (see table 11). The analysis of 
these data reveal that there was significant difference in 
teachers' perceptions of Time Devoted to Instruction in the 
high, average, and low achieving middle schools. The Scheffe 
Multiple Ranges Test indicated that teachers in high achieving 
middle schools were significantly higher in their perceptions 
of this component than were teachers in low achieving middle 
schools. 
Ho8: There is no significant difference in the 
perception of the factor of strong 
administrative or principal instructional 
leadership among teachers in high, average, 
and low achieving high schools. 
The mean for the School Achievement Groups for the 
variable, Administrative or Principal Instructional Leadership 
for high achieving high schools was 2.36; for average 
achieving high schools it was 2.33; and for low achieving high 
schools it was 2.40. The "f" ratio for these data was .118, 
which was not statistically significant. Since the level of 
significance was at .05, the null hypothesis was not rejected 
(see table 12). The analysis of these data reveal that there 
was no significant difference in teachers' perceptions of 
Administrative or Principal Instructional Leadership in the 
high, average, and low achieving high schools. 
Ho9: There is no significant difference 
in the perception of the factor of 
emphasis on student achievement among 
the teachers in high, average, and low 
achieving high schools. 
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The mean for the School Achievement Groups for the 
variable, Emphasis on Student Achievement for high achieving 
high schools was 2.23; for average achieving high schools it 
was 2.13; and for low achieving high schools it was 2.40. The 
"f" ratio for these data was 2.944, which was not 
statistically significant. Since the level of significance 
was at .05, the null hypothesis was not rejected (see table 
13) . The analysis of these data reveal that there was no 
significant difference in teachers' perceptions of Emphasis on 
Achievement in the high, average, and low achieving high 
schools. 
HolO: There is no significant difference 
in the perception of the factor, 
Higher Expectation of Students among 
the teachers in high, average, and 
low achieving high schools. 
The mean for the School Achievement Groups for the 
variable, Teacher Expectation of Students for high achieving 
high schools was 2.29; for average achieving high schools it 
was 2.74; and low achieving high schools it was 3.02. The "f" 
ratio for these data was 18.910, which was statistically 
significant. Since the level of significance was at .05, the 
null hypothesis was not rejected (see table 14). The analysis 
of these data reveal that there was significant difference in 
teachers' perceptions of Teacher Expectation of Students in 
the high, average, and low achieving high schools. The 
Scheffe Multiple Ranges Test showed that teachers in high 
achieving high schools were significantly more positive in 
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their perceptions of this component than teachers in average 
or low achieving high schools, and teachers in average 
achieving high schools were significantly more positive on 
this variable than teachers in low achieving high schools. 
Holl: There is no significant difference in the 
perception of the factor of evaluation 
of the instructional program among 
teachers in high, average and low 
achieving high schools. 
The mean for the School Achievement Groups for the 
variable, Evaluation of the Instructional Program for high 
achieving high schools was 2.15; for average achieving high 
schools it was 2.10 and low achieving high schools it was 
2.40. The "f" ratio for these data was 1.742, which was not 
statistically significant. Since the level of significance 
was at .05, the null hypothesis was not rejected (see table 
15) . The analysis of these data reveal that there was no 
significant difference in teachers' perceptions of Evaluation 
of the Instructional Program in the high, average, and low 
achieving high schools. 
Hol2: There is no significant difference in 
the perception of the factor, Safe and 
Orderly Environment, among teachers 
in high, average and low achieving 
high schools. 
The mean for the School Achievement Groups for the 
variable, Safe and Orderly Environment for high achieving high 
schools was 2.38; for average achieving high schools it was 
2.68; and for low achieving high schools it was 2.93. The "f" 
ratio for these data was 5.167, which was statistically 
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significant. Since the level of significance was at .05, the 
null hypothesis was rejected (see table 16). The analysis of 
these data reveal that there was significant difference in 
teachers' perceptions of Safe and Orderly Environment in the 
high, average, and low achieving high schools. The Scheffe 
Multiple Ranges Test showed that high school teachers in high 
achieving high schools were significantly higher in their 
perceptions of this component than teachers in low achieving 
high schools. 
Hol3: There is no significant difference in the 
perception of the factor, Grouping 
Practices among teachers in high, average 
and low achieving high schools. 
The mean for the School Achievement Groups for the 
variable, Grouping Practices for high achieving high schools 
was 2.94; for average achieving high schools, it was 2.98; and 
for low achieving high schools it was 3.29. The "f" ratio for 
these data was 2.606, which was not statistically significant. 
Since the level of significance was at .05, the null 
hypothesis was not rejected (see table 17). The analysis of 
these data reveal that there was no significant difference in 
teachers' perceptions of Grouping Practices in the high, 
average, and low achieving high schools. 
Hol4: There is no significant difference in 
the perception of the factor, Time 
Devoted to Instruction among teachers 
in high, average, and low achieving 
high schools. 
The mean for the School Achievement Groups for the 
variable, Time Devoted to Instruction for achieving high 
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schools was 2.52; for average achieving high schools, it was 
2.83; and for low achieving high schools it was 3.03. The "f" 
ratio for these data was 5.211, which was statistically 
significant. Since the level of significance was at .05, the 
null hypothesis was rejected (see table 18). The analysis of 
these data reveal that there was significant difference in 
teachers' perceptions of Time Devoted to Instruction in the 
high, average, and low achieving high schools. The Scheffe 
Multiple Ranges Test revealed that teachers in high achieving 
high schools were significantly higher in their perceptions of 
this component than were teachers in low achieving high 
schools. 
Summary of Findings 
Data for the seven school learning climate variables were 
presented. The null hypotheses were tested using Analysis of 
Variance and the "f" ratio to determine the statistical 
significance. The null hypotheses for the middle schools, 1, 
2 and 4; and the high schools, 8, 9, 11, and 13 were not 
rejected, indicating there was no significant differences 
between the designated independent variables, Student 
Achievement Groups, and the dependent variables, School 
Learning Variables. The null hypotheses for the middle 
schools, 3, 5, 6, and 7; and the high schools, 10, 12, and 14 
were rejected, indicating that there was significance of 
differences between the designated independent variables, 
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Student Achievement Groups, and the dependent variables, 
School Learning Climate Variables. 
In reviewing the analysis of the seven independent 
variables that were presented and interpreted for each of the 
seven school learning climate components for the middle 
schools, only the School Achievement Groups revealed any 
significant differences. All of the other individual 
variables revealed no significant differences. 
On the variable, Administrative or Principal 
Instructional Leadership, high school teachers with over 15 
years of experience in their current school were significantly 
more positive about this factor than teachers with 1-5 years 
of experience in their current school. 
On the variable, Emphasis on Achievement, significant 
differences were found for race, education level and years of 
experience in this school. Black teachers were more positive 
than other races; teachers with T-4 and T-5 certification were 
significantly more positive than teachers with T-7. Also, 
teachers with 6-10 years of experience in their current school 
were significantly more positive than teachers with 1-5 years 
of experience in their current school. 
On the variable, Teacher Expectation of Students, 
significant differences were found between achievement groups 
and education level. Teachers in high achieving high schools 
were more positive in their perceptions than the other groups. 
Also teachers in average achieving high schools were more 
156 
positive in their perceptions of this variable than teachers 
in low achieving high schools. Also teachers with T-5 and T-6 
certification were more positive than teachers with T-6 
certification. 
On the variable, Evaluation of the Instructional Program, 
race and experience in this school showed significant 
differences. Blacks were significantly more positive in their 
views than whites and all teachers with 6 or more years of 
experience were significantly more positive in their 
perceptions of this variable than teachers with 1-5 years of 
experience. 
On the variable, Safe and Orderly Environment, 
significant differences were found on achievement groups and 
experience in the current school. Teachers in high achieving 
high schools perceptions of this variable were significantly 
more positive than teachers in low achieving schools. Also, 
teachers with 11-15 years in their current school perceptions 
were significantly more positive than teaches with 1-5 years 
in their current school. 
On the variable, Grouping Practices, significant 
differences were found only for years of experience in this 
school. Teachers with 11-15 years of experience in their 
current school showed significantly more positive perceptions 
of this variable than teachers with 1-5 years. 
Lastly, on the variable, Time Devoted to Instruction, 
significant differences were found for achievement groups and 
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years of experience in the current school. High school 
teachers in high achieving high schools were significantly 
more positive in their perceptions than was teachers in low 
achieving high schools. Also, teachers with over 15 years of 
experience in their current school were significantly more 
positive in their perceptions of this variable than were 
teachers in low achieving high schools. 
CHAPTER VI 
SUMMARY, DISCUSSION/CONCLUSIONS, IMPLICATIONS 
AND RECOMMENDATIONS 
Summary 
The purpose of this study was to determine whether there 
are any significant differences between the perceptions of 
teachers of the operational effectiveness of selected school 
learning climate factors, with schools divided into high, 
average, and low one-thirds based on a standardized test. 
This study involved surveying a sample of middle and high 
school teachers in the Atlanta Public Schools System, and 
determining the impact of student achievement test scores on 
the teachers' perceptions of school learning climate factors 
of their school and their perceptions of leadership as it 
affects the school learning climate factors. 
The school learning climate variables used in this study 
were those found in Wilbur Broover's A School Learning Climate 
Assessment Instrument. The seven variables were: (1) 
Administrative or Principals' Instructional Leadership; (2) 
Emphasis on Achievement; (3) Teacher Expectations of Students; 
(4) Evaluation of the Instructional Program; (5) Safe and 
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Orderly Environment; (6) Grouping Practices; and (7) Time 
Devoted to Instruction. 
The School Learning Climate Assessment Instrument was 
originally validated on the elementary school. In 1988, 
Granez Fretwell validated the School Learning Climate 
Assessment Instrument for use with high schools as noted in 
her dissertation study. The steps that Fretwell used in 
validating the assessment instrument at the high school level 
were: (1) an item-to-total test for construct validity; and 
(2) a survey of experts in the area of secondary education to 
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determine content validity of the instrument. 
The teacher sample population for both middle and high 
schools was majority black females, between the ages 41 and 
50, with a T-5, master's degree. These teachers have more 
than 15 years teaching experience and have been in their 
current teaching position 1-5 years. It can be inferred from 
the data collected, that the perceptions of the sample 
population of middle and high school teachers were reliable in 
view of the length of teaching experience. 
Discussion/Conclusions 
The purpose of this descriptive study was to determine 
the impact of achievement test scores on teachers 1 perceptions 
of selected school, learning climate factors of teachers in 
108 
Ibid., p. 81. 
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middle and high schools in the Atlanta School System. The 
selection of the variables was based on research which 
indicated the significant relationship of student achievement 
to teachers' perceptions of school learning climate variables 
(Brookover et al., 1984), (Valentine and Bowman, 1988). The 
variables were distributed among two categories: (1) high, 
average, and low achieving middles schools; and (2) high, 
average, and low achieving high schools. 
Conclusions Related to Findings 
Hoi: The hypothesis that there is no significant 
difference in the perception of the finding, 
Administrative or Principal Instructional 
Leadership, among teachers in high, average and 
low achieving middle schools is accepted. The 
discrepancy scale used to measure this revealed no 
statistical significance. 
Ho2: The hypothesis that there is no significant 
difference in the perception of the factor, 
Emphasis on Student Achievement, among teachers in 
high, average and low achieving middle schools is 
accepted. The discrepancy scale used to measure 
this revealed no statistical significance. 
Ho3: The hypothesis that there is no significant 
difference in the perception of the factor, 
Teacher Expectation of Students, among teachers in 
high, average, and low achieving middle schools is 
rejected. The discrepancy scale used to measure 
this revealed statistical significant difference 
in teachers' Perception of Student Expectation of 
Students. Teachers in high achieving middle 
schools were significantly higher in their 
expectations of students than teachers in average 
and low achieving middle schools. Teachers in 
average achieving middle schools were 
significantly higher in their perceptions of this 








The hypothesis that there is no significant 
difference in the perception of the factor, 
Evaluation of the Instructional Program, among 
teachers in high, average, and low achieving 
middle schools is accepted. The discrepancy scale 
used to measure this revealed no statistical 
significance. 
The hypothesis that there is no significant 
difference in the perception of the factor, A Safe 
and Orderly Environment, among teachers in high, 
average and low achieving middle schools is 
rejected. The discrepancy scale used to measure 
this revealed statistically significant difference 
in teachers' perceptions of A Safe and Orderly 
Environment. Teachers in high achieving middle 
schools perceived their schools as being more 
orderly than teachers in low achieving middle 
schools. 
The hypothesis that there is no significant 
difference in the perception of the factor, 
Grouping Practices, among teachers in high average 
and low achieving middle schools is rejected. The 
discrepancy scale used to measure this revealed 
statistically significant difference in teachers' 
perceptions of Grouping Practices in the high, 
average, and low achieving middle schools. 
Teachers in average achieving middle schools were 
significantly more positive about grouping 
practices in their school than were teachers in 
the low achieving middle schools. 
The hypothesis that there is no significant 
difference in the perception of the factor, Time 
Devoted to Instruction, among teachers in high, 
average, and low achieving middle schools is 
rejected. The discrepancy scale used to measure 
this revealed statistically significant difference 
in teachers' perception of Time Devoted to 
Instruction in the high, average, and low 
achieving middle schools. Teachers in high 
achieving middle schools were significantly higher 
in their perceptions of this component than 
teachers in low achieving middle schools. 
The hypothesis that there is no significant 
difference in the perception of the factor, 






Leadership, among teachers in high, average, and 
low achieving high schools is accepted. The 
discrepancy scale used to measure this revealed no 
statistically significance. 
The hypothesis that there is no significant 
difference in the perception of the factor, 
Emphasis on Student Achievement, among teachers in 
high, average, and low achieving high schools is 
accepted. The discrepancy scale used to measure 
this revealed no statistical significance. 
The hypothesis that there is no significant 
difference in the perception of the factor, Higher 
expectation of Students, among teachers in high, 
average, and low achieving high schools is 
rejected. The discrepancy scale used to measure 
this revealed significant difference in teachers' 
perceptions of Teacher Expectation of Students in 
the high, average, and low achieving high schools. 
Teachers in high achieving high schools were 
significantly more positive in their perceptions 
of this component than teachers in average, or low 
achieving high schools. Teachers in average 
achieving high schools were significantly more 
positive of this component than teachers in low 
achieving high schools. 
The hypothesis that there is no significant 
difference in the perception of the factor, 
Evaluation of the Instructional Program, among 
teachers in high, average, and low achieving high 
schools is accepted. The discrepancy scale used 
to measure this revealed no statistical 
significance. 
The hypothesis that there is no significant 
difference in the perception of the factor, Safe 
and Orderly Environment, among teachers in high, 
average and low achieving high schools is 
rejected. The discrepancy scale used to measure 
this revealed statistically significant difference 
in teachers' perceptions of Safe and Orderly 
Environment in the high, average, and low 
achieving high schools. Teachers in high 
achieving high schools were significantly higher 
in their perceptions of this variable than 






Leadership among teachers in high, average, and 
low achieving high schools is accepted. The 
discrepancy scale used to measure this revealed no 
statistically significance. 
The hypothesis that there is no significant 
difference in the perception of the factor 
Emphasis on Student Achievement, among teachers in 
high, average, and low achieving high schools is 
accepted. The discrepancy scale used to measure 
this revealed no statistical significance. 
The hypothesis that there is no significant 
difference in the perception of the factor, Higher 
expectation of Students, among teachers in high, 
average, and low achieving high schools is 
rejected. The discrepancy scale used to measure 
this revealed significant difference in teachers' 
perceptions of Teacher Expectation of Students in 
the high, average, and low achieving high schools. 
Teachers in high achieving high schools were 
significantly more positive in their perceptions 
of this component than teachers in average, or low 
achieving high schools. Teachers in average 
achieving high schools were significantly more 
positive of this component than teachers in low 
achieving high schools. 
The hypothesis that there is no significant 
difference in the perception of the factor, 
Evaluation of the Instructional Program, among 
teachers in high, average, and low achieving high 
schools is accepted. The discrepancy scale used 
to measure this revealed no statistical 
significance. 
The hypothesis that there is no significant 
difference in the perception of the factor, Safe 
and Orderly Environment, among teachers in high, 
average and low achieving high schools is 
rejected. The discrepancy scale used to measure 
this revealed statistically significant difference 
in teachers' perceptions of Safe and Orderly 
Environment in the high, average, and low 
achieving high schools. Teachers in high 
achieving high schools were significantly higher 
in their perceptions of this variable than 
teachers in low achieving high schools. 
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Hol3: The hypothesis that there is no significant 
difference in the perception of the factor, 
Grouping Practices, among teachers in high, 
average and low achieving high schools is 
accepted. The discrepancy scale used to measure 
this revealed no statistically significance. 
Hol4: The hypothesis that there is no significant 
difference in the perception of the factor, Time 
Devoted to Instruction, among teachers in high, 
average, and low achieving high schools is 
rejected. The discrepancy scale used to measure 
this revealed statistically significant difference 
in teachers1 perceptions of Time Devoted to 
Instruction in the high, average and low achieving 
high schools. Teachers in high achieving high 
schools were significantly higher in their 
perceptions of this component than teachers in low 
achieving high schools. 
Implications 
Based on the findings and discussion, the following 
implications for middle and high school teachers are 
provided. 
1. Middle and high school teachers actively engaged 
in staff development activities related to 
teachers' expectation of students may lead to 
improvement in the students' academic performance. 
Efforts to assist middle and high school teachers 
to raise their expectations of students should be 
varied. Staff development that teachers are 
engaged in may help to: increase teacher 
competencies; establish classroom environment that 
encourages creativity; enhance teachers' knowledge 
of learning styles of students, and awareness of 
teaching strategies that will correlate with the 
learning styles of students. 
2. Middle and high school teachers engaged in 
classroom activities that stress a safe and 
orderly environment may have a positive affect on 
the academic performance of middle and high school 
students. A school environment free of physical 
threat may have a positive affect upon the 
academic performance of middle and high school 
students. 
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3. Middle and high school teachers engaged in 
consistent use of the students' standardized test 
scores for reading and mathematics as a means for 
grouping students for instruction, may lead to the 
academic performance of the students improving in 
reading and mathematics. Also, middle and high 
school teachers using prescriptive teaching 
strategies in the teaching of students grouped for 
reading and mathematics, may lead to improved 
academic performance of the students. 
4. Middle and high school teachers engaged in staff 
development activities that relate to use of 
instructional time, may lead to improved academic 
performance of the students. Staff development 
activities related to direct instruction and 
organization of classroom procedures to reduce 
non-instructional time, may lead to improved 
student academic performance. 
Recommendations for Middle and High School Teachers 
The finding from this study indicate that in the high 
achieving middle and high schools, teachers' perceptions of 
the variables Teacher Expectations of Students, Safe and 
Orderly Environment, Grouping Practices, and Time Devoted to 
Instruction were significantly more positive than those of 
teachers in the low achieving middle and high schools. In 
order for teachers in low achieving middle and high schools to 
enhance their perceptions of the identified variables, the 
following strategies may benefit the teachers: 
1. Staff development activities for middle and high 
school teachers related to teachers' expectation 
of students. The initial step would be for 
teachers to engage in inservice activities that 
increase teachers' awareness of the impact of 
expectations on student performance. The next 
aspect of inservice activities would be for 
teachers to engage in activities that focus on 
teacher learner concerns such as (a) developmental 
stages of learning, (b) relationship of teaching 
and learning styles, (c) teaching a directed 
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reading and mathematics lesson, and (d) writing 
instructional objectives that reflect variety in 
the taxonomies of learning. 
2. Staff development activities for middle and high 
school teachers related to a safe and orderly 
environment. The initial step would be for 
teachers to engage in inservice activities that 
increase teachers' awareness of the impact of a 
safe and orderly environment on student 
performance. The next aspect of inservice 
activities would be for teachers to engage in 
activities that focus on establishing a classroom 
learning environment that has established rules 
for students that are fairly and consistently 
enforced. The inservice would provide activities 
for teachers that allow teachers to select and use 
a classroom climate instrument to use with 
students to determine the state of current 
classroom climate, and to be followed by 
strategies to use to improve classroom climate to 
help to enhance a positive, safe and orderly 
classroom environment. 
3. Staff development activities for middle and high 
school teachers related to the grouping of 
students for instruction. The initial step would 
be for teachers to engage in inservice activities 
that increase teachers' awareness of the impact of 
the grouping of students for instruction on 
student performance. The next focus on 
instructional grouping practices through (a) 
identifying varied types of grouping practices, 
and evaluating to determine which would best serve 
the students taught, and (b) engaging in 
activities that require management of multiple 
instructional groups. 
4. Staff development activities for middle and high 
school teachers related to the use of 
instructional time. The initial step would be for 
teachers to engage in inservice activities that 
increases teachers' awareness of the impact of the 
use of instructional time on student performance. 
The next aspect of inservice activities would be 
for teachers to engage in activities that focus on 
(a) analyzing amount of time allocated each class 
period for instruction, (b) distinguish between 
amount of non-instructional time used in a 
classroom and direct instructional time used in 
classroom, and (c) identify strategies that can be 
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used to reduce non-instructional time and increase 
direct instructional time in the classroom. 
Recommendations for Further Investigation 
This descriptive study revealed that there were 
significant differences between four of the fourteen 
independent variables and dependent variables. In 
conducting this study, however, it was revealed that further 
investigation would provide additional insight into student 
achievement and teacher perceptions in the Atlanta School 
System. The recommendations are: 
1. An investigation of the relationships among 
race, high expectation and educational level; 
2. An investigation of the relationships among 
race, high expectation and total number of 
years in school; 
3. An investigation of the relationship between 
race and high achievement; 
4. An investigation of the relationships among 
race, income level, and high expectation; 
5. Replication of this present study for the 
1992-93 School Years to determine 
similarities and/or differences in the findings; 
6. The implication of a study in which the 
perceptions of the school learning climate 
of principals, support staff (curriculum 
specialists, counselors, social worker, 
cafeteria workers, custodians) would be 




Questionnaire for Content Validity of 
A Scfrool Learning Climate Assessment Instrument 
QUESTIONNAIRE FOR CONTENT VALIDITY OF 
A SCHOOL LEARNING CLIMATE ASSESSMENT 
INSTRUMENT 
DIRECTIONS: This questionnaire Is designed to establish content 
validity of A School Learning Climate Assessment Instrument at the 
secondary level. Please follow these steps carefully when responding 
to each of the Items: 
1. Read the definition of each factor for understanding. 
2. Refer to the attached questionnaire and read each of 
the items as designated below. 
3. Check "YES' If you think the Item Is a valid measure of 
the designated factor. 
4. Check "NO" If you do not think the Item is a valid 
measure of the designated factor. 
Note: Certain Items have been deleted from the Instrument based 
upon results from a test for construct validity. Please consider only 
the Items listed below in your comments. 
1. FACTOR ll-AHmlnliintlTf or Principal’» Instructional Leadership 
Definition: The effective communication of the mission of the 
school to staff, parents and students and the understanding and 
application of the characteristics of Instructional effectiveness In 
working with the school community. Leadership characteristics 
of Instructional effectiveness are: 
•• frequent visits to classrooms 
-• presenting Innovative programs and techniques to 
staff 
-- organizing teacher effectiveness training 
-- meeting with staff to discuss student achievement 
-• assessing program needs 
-- attending to materials 
-• working closely with staff 
• • coordinating the school program 
-- providing encouragement and reinforcement to 
staff 
Graneze Eretwell, The Relationship Betvreen Teachers? Perception of the School 
Learning mi mate. Students1 Reading And Math Achievement Levels, and the High 
School Dropout Rate in the Atlanta Public Schools (Ed.û» Dissertation. Clark 
Atlanta University, Atlanta, Georgia, 19 89), P. Appendix A 
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ARE THE FOLLOWING ITEMS VALID MEASURES OF THE 
FACTOR AS DEFINED ABOVE FOR THE SECONDARY LEVEL? 
YES NO 
Item 115 (6 ) ( 1 
Item *21 I 6 1 ! 1 
Item *22 1 4 I 1 2 1 
Item *23 [ 4 1 1 2 | 
Item *24 1 5 | [ 1 1 
Item *27 ( 5 ) 1 1 1 
Item *28 1 5 | [ 1 i 
Item *38 I 5 ] ! 1 ] 
Item *39 ! 6 | 1 ) 
Item *40 1 6 ] I 1 
Item *41 1 6 ) 1 1 
Item *42 1 6 I ( 1 
Item *44 1 6 ) 1 1 
Item *45 ( 6 I ( ) 
Item *46 1 6 ! I 1 
Item #51 1 6 1 [ 1 
Comments 
U. FACTOR 12 - Emphasis on Achievement 
Definition: A systematic and coordinated effort to upgrade 
student achievement, to combat student learning difficulties, 
and to provide continuity of Instruction across grades which 
allows for smooth transition from one grade level to the next. 
Teachers set clear goals, devise specific plans to reach goals, 
direct school resources toward achieving the goals, and support 
goal attainment. 
ARE THE FOLLOWING ITEMS VALID MEASURES OF THE 
FACTOR AS DEFINED ABOVE FOR I HE SECONDARY LEVEL? 
YES NO 
Hera *9 1 6 ] 1 1 
Hera *10 1 6 I 1 1 
Hem *11 1 6 | 1 1 
Hem *13 1 6 | 1 1 
Hera (14 1 6 I ( I 
Hem *18 1 6 ! 1 1 
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Comments 
m. FACTOR 13 - Teacher Expectation! 
Definition: An environment in which teachers believe and 
demonstrate that students can reach extended levels of 
achievement and that they (the staff) have the capacity and 
responsibility to deliver the required instructional program. 
ARE THE FOLLOWING ITEMS VAUD MEASURES OF THE 
FACTOR AS DEFINED ABOVE FOR THE SECONDARY LEVEL7 
Item #2 
YES 
1 6 ] 
Item #3 ( 6 ] 
Item #4 1 6 ) 
Item #5 [ 6 ] 
Item #6 ( 6 ] 
Item #7 1 6 ] 
Comments 
NO 
IV. FACTOR 14 - Evaluation of the Instructional Program 
Definition: Careful and continuous assessment of the 
Instructional program upon desired goals and objectives and the 
Identification of correctives needed. If any. to obtain the 
program's goals and objectives. 
ARE THE FOLLOWING ITEMS VALID MEASURES OF THE 




I 6 ] 







(61 [ 1 
(4| I 2 | 
(6) [ ] 
(61 [ 1 
Comments 
V. FACTOR #5 - Safe and Orderly Environment 
Definition: A school atmosphere which Is free from the threat of 
physical harm or Intimidation and Is conducive to teaching and 
learning. 
ARE THE FOLLOWING ITEMS VALID MEASURES OF THE 
FACTOR AS DEFINED ABOVE FOR THE SECONDARY LEVEL? 
YES 
Item #20 ( 6 1 
Item #29 1 6 1 
Item #30 1 6 1 
Item. #33 ! 6 1 
Item #36 1 6 1 
Item #43 ( 6 1 
Item #47 ( 5 1 
Item #48 1 6 1 
Item <50 1 6 ] 
Item #52 ( 6 1 
Comments 
NO 
VI. FACTOR 18 - Grouping Practlcei 
Definition: The assignment of students Into a specific class or 
program of Instruction (e.g.. academic, générai, vocational) on 
the basis of objective criteria (e g., review of records, test data). 
ARE THE FOLLOWING ITEMS VALID MEASURES OF THE 







! 6 ] 
I 6 ] 
[ 6 I 
I 6 I 
VU. Factor #7- Time Devoted to Instruction 
Definition: The amount of school time devoted to 
providing opportunities for direct student participation tn 
learning activities. 
ARE THE FOLLOWING ITEMS VALID MEASURES OF THE 






[ 4 1 
[ 4 ] 
[ 6 ] 
[ 2 ] 
f 2 1 
Comments 
ANT ADDITIONAL COMMENTS? 
Date Completed 
Dr. Trevor Turner. Chairperson 
Dissertation Advisement Committee 
G.W. CARVER COMPREHENSIVE HIGH SCHOOL 
APPENDIX B 
1275 Capitol Avenue, S.W. 
Atlanta, Georgia 30315 
Telephone 330-4108 
N.L. Hogans, EdJD. 
Principal 
September 12, 1991 
Mrs. Nancy J. Emmons 
Research Assistant 
Department of Research and Evaluation 
Atlanta Public Schools 
210 Pryor Street, SW 
Atlanta, GA 30335 
Dear Mrs. Emmons: 
Enclosed is a copy of your letter dated November 5, 1990, granting me 
permission to conduct research within the Atlanta Public Schools. Due to 
circumstances beyond my control, I was unable to carry out the research 
during the 1990-91 school year. 
I am requesting that you extend your approval to do my research to the 
1991-92 school year. 
The immediate attention and response that you give this request will 
greatly be appreciated. 
Qi Yri noriolTT 







ATLANTA PUBLIC SCHOOLS 
Department ol Research and Evaluation 
210 Pryor Street. S.W. 
Atlanta. Georgia 30335 
November 5, 1990 
Mr. Charles N. Hawk, Jr., Principal 
Southside High School 
801 Glenwood Avenue, S. E. 
Atlanta, Georgia 30312 
Dear Mr. Hawk: 
Your request to conduct research within the Atlanta Public Schools (APS) was 
reviewed by the Research Screening Committee on October 30, 1990. Your proposed 
research study entitled "The Effect of Student Achievement on Teachers' Perception 
of Selected School Learning Climate Factors" was approved underthe following 
conditions: 
1. The approvals of the principals of the randomly selected middle and high 
schools involved in yourstudy must be obtained. You must report the 
names of the schools selected for your study to the Department of Research 
and Evaluation. 
2. Teachers may participate in your study only on a voluntary basis. The 
administration of your instruments must not interfere with the instructional 
. process and should not be completed during instructional time. 
3. Your proposal states that you will use data from the California Achievement 
Tests. You should update your proposal by using data from the Iowa Tests 
of Basic Skills/Tests of Achievement and Proficiency. The administration of 
additional achievement tests for research purposes will not be allowed. 
4. The data collection phase of your study should be completed by the end of 
the 1990-91 school year. 
6. The confidentiality of students, schools, and the school system must be 
preserved. 
7. If changes are made in the research design or the instruments used, you 
must notify the Department of Research and Evaluation priorto beginning 
yourstudy. ' 
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Mr. Charles N. Hawk, Jr. 
Page 2 November 5, 1990 
This letter serves as official notification of the approval of your proposed 
research study pending the above conditions. Remember that a copy of the results 
of your completed research study should be submitted to the Department of 
Research and Evaluation. Please do not hesitate to contact me at 827-8186 if I can be 
of further assistance. 
Sincerely, 
Nancy J. Emmons 
Research Assistant 
NJE:bl 
xc: Mrs. LaMarian Hayes-Wallace 
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ATLANTA PUBLIC SCHOOLS 
Depwtnw* of R——«eh and Evaluation 
210 Pryor Street, S.W. 
Atlanta. Georgia 30335 
September 16, 1991 
Mr. Charles N. Hawk, Jr. Acting Principal 
G. W. Carver Comprehensive High School 
1275 Capitol Avenue, S. W. 
Atlanta, Georgia 30315 
Dear Mr. Hawk: 
Your request to extend the data collection phase of your research study has been 
approved through the end of the 1991-92 school year. 
Since your research study was approved by the Research Screening Committee on 
October 30, 1990, you are obligated to follow the conditions stated in your original 
approval letter as follows: 
1. The approvals of the principals of the randomly selected middle and high 
schools involved in your study must be obtained. You must report the names 
of the schools in your study to the Department of Research and Evaluation 
prior to beginning your study. 
2. Teachers may participate in your study only on a voluntary basis. 
3. The administration of your instruments must not interfere with the 
instructional process and should not be completed during instructional time. 
%4. Your research study must not be conducted during the dates of the Georgia 
Basic Skills Tests (GBST) or the Iowa Tests of Basic Skills/Tests of Achievement 
and Proficiency (ITBS/TAP) test administrations. 
5. The confidentiality of students, schools, and the school system must be 
preserved in your final report and in subsequent publications. 
6. If changes are made in the research design or the instruments used, please 
notify the Department of Research and Evaluation. 
You have received official approval to conduct your research study during the 
1991-92 school year. If I can be of further assistance, please to not hesitate to 





xc: Dr. LaMarian Hayes-Wallace 
APPENDIX C 
June 25, 1991 
Dr. Wilbur Brookover 
Professor Emeritus 
Office Of The Dean 
Urban Affairs Programs 
Owen Graduate Center 
Michigan State University- 
East Lansing; Michigan 48821-1109 
Dear Dr. Brookover: 
I an a doctoral candidate at Clark Atlanta University and enrolled in the Department Of 
Education Leadership. My proposed dissertation title is: The Effect Of Student Achieveme: 
On Teachers' Perceptions Of Selected School Learning Climate Factors. 
My research indicates that your School Learning Climate Assessment Instrument, would be 
a suitable instrument to obtain the necessary data for my research. Therefore, I am 
requesting permission to use this instrument. 
Dr. Graneze Fretweli, a recent Clark Atlanta University graduate, has spoken highly of 
your support of her research. Dr. Fretweli provided your address for me to write to you. 
The immediate response that you give to my request will be appreciated. Please address 
your correspondence to: Charles N. Hawk, Jr.; 46GO Heatherwood Drive, S.W.; Atlanta, 
Georgia 30331. — you need to telephone me, please call collect (404) 349-2362. 
Charles w. raw,c, or 
C.C.: Dr. Olivia K. 3oggs, Advisor 
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N.L. Hogans, EdJD. 
Principal 
G.W. CARVER COMPREHENSIVE HIGH SCHOOL 
1275 Capitol Avenue, S.W. 
Atlanta, Georgia 30315 
Telephone 330-4108 
September 27, 1991 
Dr. Wilbur Brookover 
Professor Emeritus 
Office of the Dean 
Urban Affairs Programs 
Owen Graduate Center 
Michigan State University 
East Lansing, MI 48824-1109 
Dear Dr. Brookover: 
Many thanks for giving to me your verbal permission to use your School 
Learning Climate Assessment Instrument in my research for my dissertation. 
However, I will need a written statement from you granting your permission to use 
vour School Learning Climate Assessment Instrument in my research. Please send 
your written statement to Charles N. Hawk, Jr., 4600 Heatherwood Drive, SW, 
Atlanta, Georgia, 30331. 
The immediate attention and response that you give this request will be 
appreciated. Enclosed you will find the letter where I made the original request to 
use your School Learning Climate Assessment Instrument. 
CNH/jfb 
Enclosure 
cc: Dr. Olivia Boggs, Advisor 
A:RESEARCH.CNH 
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MICHIGAN STATE UNIVERSITY 
EAST LANSING • MICHIGAN • HUM-1109 
PHONE: 317/333-9306 
FAX: 317/333-1772 
October 2, 1991 
INTERDEPARTMENTAL GRADUATE PROGRAMS IN URBAN STUDIES 
URBAN AFFAIRS PROGRAMS 
130 WEST OWEN HALL 
Mr. Charles N. Hawk, Jr. 
4600 Heatherwood Drive, SW 
Atlanta, GA 30331 
Dear Mr. Hawk: 
You have our permission to use our School Learning Climate 
Assessment Instrument in your research. 
Please let me know what your findings are. 
Cordially, 
Wilbur B. Brookover 
Professor Emeritus 
WBB/ff 
MSU is an Affirmative Action/Equal Opportunity Institution 
APPFNDTX F 
ATLANTA PUBLIC SCHOOLS 
DIVISION OF SECONDARY EDUCATION 
711 CATHERINE STREET. S.W 




AMI «ant Supwvuandant 
January 2, 1992 
Dear Colleagues: 
I am pleased to endorse the research project undertaken by Mr. Charles Hawk, Jr. 
as part of his fulfillment for completion of the doctoral studies at Clark Atlanta University. 
He is asking you and selected staff to complete a short questionnaire as part of this 
effort. Please cooperate with him in the same fine manner in which you and others have 
done with other such studies. 
Thank you for your willingness to assist a colleague in the pursuance of such an 
impactful endeavor. 
Sincerely, 




AN EQUAL OPPORTUNITY EMPLOYER 
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ATLANTA PUBLIC SCHOOLS 
DIVISION OF SECONDARY EDUCATION 
711 CATHERINE STREET. S.W. 




Auiiam Sup*nnt«nd«m * 
Dear : 
I am a graduate student at Clark Atlanta University and am 
presently involved in a research project concerning the effect 
of student achievement on selected school learning climate factors 
in the middle and high schools of the Atlanta Public Schools, 
with the permission of the Atlanta School System, I am writing to 
request the participation of your teachers in this important 
research. 
Using a random sampling technique, teachers will be asked 
to complete a questionnaire entitled, A School Learning Climate 
Assessment Instrument. The 66-item questionnaire should take no 
more than fifteen minutes to complete. All teachers will remain 
anonymous and all' schools will be identified in the study using a 
letter code. A copy of the questionnaire is enclosed for you to 
review. Teachers are asked to respond to the questionnaire based 
on the administrative leadership (principal) for the 1990-91 
School Year. 
Enclosed you will find the information to distribute to the 
teachers on your faculty who were randomly selected. If you have 
any questions, please call me at 827-8820, or 348-5628 (Digital 
Pager). 
* Thank you, in advance, for your cooperation. With the data 
provided by your teachers, we will move closer to significant 
improvement of student achievement in the middle and high schools 
of the Atlanta Public Schools. 
Charles N. Hawk, Jr. 
AN EQUAL OPPORTUNITY EMPLOYER 
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ATLANTA PUBLIC SCHOOLS 
DIVISION OF SECONDARY EDUCATION 
711 CATHERINE STREET. S.W 






I am a graduate student at Clark Atlanta University and am 
presently involved in a research project concerning the effect of 
student achievement on selected school learning climate factors 
in the middle and high schools of the Atlanta Public Schools, 
with the permission of the Atlanta School System and your 
principal, I am requesting your participation in this important 
research. Please complete the enclosed questionnaire based on 
the administrative leadership (principal), at your school during 
the 1990-91 School Year, the year that your students were 
administered either the Iowa Test of Basic Skills or the Tests of 
Achievement and Proficiency. 
It would be tremendously appreciated if you would take 
approximately ten to fifteen minutes to respond to the enclosed 
material. Please read the following instructions before beginning: 
1. Enclosed you should have the following: 
(1) School Learning Climate Assessment Instrument 
(1) Bubble-in Answer Sheet 
(1) Self-addressed envelope to return information to 
Charles N. Hawk, Jr. 
* If you do not have all of the above listed items, 
please call me at 827-8820 or 348-5628 (Digital Pager). 
2. Please answer all questions pertaining to the School 
Learning Climate Assessment Instrument on the answer 
sheet. 
3. Please read carefully the directions on the School 
Learning Climate Assessment Instrument before responding 
to the items. 
4. Please use only a Number 2 pencil to mark the answer 
sheet. 
5. Please return the bubble answer sheet and the School 
Learning Climate Assessment Instrument to me as soon 
as possible in the enclosed self-addressed envelope. 
6. Please do not sign your name on any of the documents 
provided. 
AN EQUAL OPPORTUNITY EMPLOYER 
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